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ABSTRACT
Previous research has found an association between secure attachment and the 
development of a theory of mind in the pre-school years, premised upon an 
intergenerational perspective ( Fonagy et al. 1994; Fonagy et al. 1997). The primary 
objective of the present thesis was to further explore this relationship by focusing 
upon the disparate experiences of the three main attachment groups. Drawing upon 
existing literature and, specifically, the conceptualisation of the attachment 
relationship proposed by Crittenden (1990,1992a&b, 1993,1994,1995,1997a,b,&c) 
it was hypothesised that there would be a sliding scale of false belief understanding 
dependent on attachment status (from secure to avoidant to ambivalent). The sample 
consisted of 56 pre-school children (mean age 3.7) attending the same nursery, 
permitting extensive observations of the participants. The experimental measures 
included four false belief tests, one desire-reasoning and one emotion perspective 
taking test. Following this phase of the research, 8 Adult Attachment hiterviews 
(George et al. 1985) were collected, incorporating the Reflective Self Functioning 
Scale (Fonagy et al. 1996). The adult measures provided illustrative, if  not 
quantifiable, documentation of the previously reported intergenerational transmission 
of a theory of mind and attachment from parent to child. As predicted the results 
indicated a significant association between ambivalent attachment and poor test 
performance, although the hypothesised sliding scale did not materialise, fri addition, 
a clear differentiation between secure and insecure children’s pass rate on the 
experimental measures was not replicated. The observations provided a rich source 
of data, illuminating both the anomalies that arose and complemented theoretical 
arguments and previous empirical findings. The two primary confounding factors 
identified were 1) the better than expected performance of the avoidant children and 
2) a number of secure children, labelled “inconsistent secure”, who performed poorly 
on the false belief tests.
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OVERVIEW
“In our view, the caregiver facilitates the creation of mentalizing models through 
complex linguistic and quasilinguistic processes, primarily through behaving towards 
the child in such a way that leads him eventually to see that his own behaviour may be 
best understood by assuming that he has ideas and feelings which determine his 
actions, and the reactions of others to him, which can be generalised to other similar 
beings.” (Fonagy and Target, 1997, P. 690).
“ How does the child come to understand what thoughts, feelings, beliefs and so on 
are? This only asks half the question: the other half is concerned with the child’s 
awareness of persons (including the child’s own self) who have such mental states and 
the subjective experiences that go with them.” (Hobson, 1994, p 578).
The impetus for the research was initially derived from an article by Fonagy et al. 
(1994), introducing the Adult Attachment Interview (George et al. 1985) and the 
Reflective Self Functioning Scale (Fonagy et al. 1996 manual). Briefly, this scale was 
designed to capture the extent to which adults were able to discuss their childhood 
experiences and relationships with explicit reference to the underlying mental states 
perceived to motivate the behaviour of the parents and the self. It was reported that 
evidence of this reflective or mentalizing faculty within the interview narrative was 
associated with the attachment status of the adult and their child. In essence, the 
transferral of this mentalizing aptitude to the caregiving relationship was 
conceptualised as the parent’s ability to recognise the child’s “intentional stance” 
(Dennett, 1978, cited in Fonagy et al. 1994), thus acknowledging the infant as a 
separate mental entity and “mirroring” this image back to the child. In turn, this 
perception is internalised by the child, and indeed, constitutes an integral component of 
the self, embodied within the child’s representation of relationships or the Internal 
Working Model. This latter description was premised upon the secure attachment of 
the adult, and divergent trajectories were envisaged for the infants of insecurely
attached parents. In these less than optimal circumstances a breakdown or disturbance 
to this mirroring process was predicted (Fonagy and Target, 1997).
My initial quandary revolved around the feasibility of measuring and quantifying the 
emerging hypothesis that there would be an association between the child’s experience 
with the caregiver and their later ability to conceive of the self and others in reference 
to mental constructs. In this respect, research focusing upon the development of a 
theory of mind during the pre-school period appeared to offer a potential solution. To 
summarise, a theory of mind is attributed to an individual on the recognition of the 
intrinsically representational nature of the mind. Fundamentally, the myriad of mental 
constructs, for example, beliefs, wishes, hopes, and aspirations, which are drawn upon 
in order to predict or explain human behaviour are essentially a personal and subjective 
perception or perspective of a situation or a person. The methodology devised to test 
when young children develop this more sophisticated understanding of behaviour was 
the false belief task (Wimmer and Pemer, 1983; Pemer et al. 1987). During this 
experimental procedure the child is required to predict the actions of a character based 
upon their misrepresentation of reality, (when the child is cognisant of the true state of 
affairs), and thus acts to thwart their intended goal. Therefore, the false belief measure 
appeared to be the most suitable analogous test for the pre-school child to explore 
whether there was indeed an association between attachment status and the 
development of a theory of mind. Indeed a later study by Fonagy et al. (1997) deployed 
a test of belief-desire reasoning to explore the proposed relationship under 
investigation in this thesis.
Notably, bar a childhood disorder such as autism (Baron-Cohen, 1989), the cognitive 
approach has viewed the transformation in the cognitive capacity of the pre-school 
child as a universally occurring phenomenon, with little reference to contextual or 
relationship issues. The image portrayed appears to be an internal and solitary journey 
towards a theory of mind. The attachment perspective offers an alternative perspective 
of the origins of this emerging capacity, suggesting that the development of a 
mentalsitic understanding of behaviour is rooted in the interpersonal relationship of the 
infant and the caregiver. Summarising this process, Fonagy and Target (1997) stated:
“The child’s development and perception of mental states in himself and others thus 
depends on his observations of the mental world of his caregiver. He is able to perceive 
mental states to the extent that his caregiver’s behaviour implies such states.” (p. 690)
The theoretical model of this research was primarily informed by the work of 
Crittenden (1990, 1992a&b, 1993, 1994, 1997a,b&c), concentrating upon how 
affective and cognitive information is utilised by the child in the formation and 
maintenance of the attachment relationship. These two principal sources of information 
are seen to be differentially attended to and processed by secure, avoidant and 
ambivalent children. It was the interpretation of this conceptualisation and the existing 
attachment literature from which the primary hypothesis of the thesis originated. It was 
predicted that a sliding scale of theory of mind development would emerge dependent 
upon the attachment status of the child as measured by the false belief test (from secure 
to avoidant to ambivalent). The secure child was envisaged to show superior levels of 
functioning founded upon the integration of affect and cognition (Crittenden, 1992a, 
1994), engendered by the caregiver’s capacity to accurately and consistently re-present 
back to the child the complete spectrum of their affective states (Haft and Slade, 1989;
Fonagy et al. 1994; Fonagy and Target, 1997). In addition, secure attachment has been 
consistently associated with an interactional style between the parent and child that is 
founded upon mutuality, negotiation and the facilitation of independent exploration 
(Bowlby, 1969; Ainsworth et al. 1978; Matas et al. 1978; Pastor, 1981; Crowell and 
Feldman, 1988,1989; Booth et al. 1991). In turn the positive peer relationships that are 
seen to continue from an inherently positive attitude to others (Liebermann, 1977; Park 
and Waters; Cassidy et al. 1996) are interpreted as revealing a predisposition to 
acknowledge and integrate the thoughts and perspectives of others.
In contrast, the avoidant child is subjected to a predictable and consistent rejection of a 
selected range of their internal states (Ainsworth et al. 1978; Haft and Slade, 1989; 
Isabella, 1993; Leyendecker et al. 1997), notably those associated with a need for 
intimacy or expressions of negative affect. The child therefore is aware of what internal 
states are shareable, and conversely, those which have little meaning for the self, and 
by implication for others. Hence, cognition is reinforced, the temporal order of events 
is clear, behaviour can be predicted; however, the affective component of the 
relationship is defended against and feeling is inhibited. It is contended that this 
reported interactional history, coupled with empirical evidence highlighting the 
avoidant child’s cognitive capacity, (Belsky et al. 1984; Crittenden, 1992b; Fagot et al. 
1996), could create the conditions whereby the cognitive false belief task is not as 
challenging for the avoidant child. However, it was predicted that there would be a 
difference in the level of performance in comparison to the secure child. Conversely, 
the ambivalent history is characterised by inconsistent and unpredictable caregiving; a 
pattern that has been associated with an intrusion into the child’s autonomous 
exploration, restricting cognitive development (Ainsworth et al. 1978; Belsky et al.
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1984; Haft and Slade, 1989; Isabella 1993; Fagot et al. 1996; Leyendecker, et al. 1997). 
The net result of this inconsistency is that the child is left in a heightened state of 
anxiety, affect is amplified, and due to the inherent disruption of the temporal order, 
cognition is abandoned. It was expected that these identified patterns would have a 
direct effect on the ambivalent child’s theory of mind. The key factors that are 
proposed to explain the impairment of this important development encompass the 
inability of the child to detect the meaning of the selfs internal states due to the 
inconsistency of the parental response. Thus the behaviour of the self and others is 
rendered unpredictable and unexplainable (Crittenden, 1992a), restricting 
metacognition (Main, 1991); it is suggested that this could mitigate against the 
consideration of differing perspectives to a greater extent than an avoidant attachment 
history.
In addition, in order to explore the intergenerational transmission of both attachment 
and a mentalistic understanding of behaviour it was necessary to incorporate the Adult 
Attachment Interview (AAI) and the Reflective Self Functioning Scale (RSF) in the 
methodology. Previous research has found a relationship between secure attachment 
and higher levels of RSF in adulthood (Fonagy et al. 1991a; Fonagy et al. 1994). An 
additional aim of the research was to investigate an anticipated association between 
secure attachment and RSF with secure attachment in childhood and success on the 
theory of mind tests.
The thesis is divided into six chapters; chapters one and two offer a comprehensive 
overview of the research literature; chapter three presents the methodology designed to 
test the hypothesis; chapters four and five are devoted to a detailed analysis and
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discussion of the quantitative and qualitative facets of the research, and finally, chapter 
six consists of the overall conclusions, a critique of the study and suggestions for future 
research. A brief summary of the contents of each chapter will now follow.
Chapters one and two: Both attachment theory and research focusing upon the 
emergence of a theory of mind have generated considerable interest, debate and a 
research. Due to the wealth of theoretical and empirical work that has resulted each 
chapter will focus upon the areas that are deemed to be directly relevant to the present 
thesis. Attachment theory, bar a few exceptions (Main, 1991; Fonagy et al. 1997 a & 
b), does not address the issues surrounding theory of mind development. Thus it is the 
interpretation of the existing literature, drawing specifically upon Crittenden’s 
(1992a&b, 1993,1994) focus upon affective and cognitive information and the concept 
of the mirroring process advanced by Fonagy et al. (1991a, 1994), on which the 
primary hypothesis was based. By re-assessing previous findings generated by 
attachment research there appeared to be ample substantiating material to support the 
proposal to consider each attachment categoiy individually in terms of the predicted 
association with the development of a theory of mind. In chapter one, following an 
overview of the theoretical foundations of attachment theory, the focus will be upon the 
intrapersonal world of the child. This will encompass key issues of the research 
question, in particular the role of affect and cognition, the fimction of the disparate 
attachment strategies and the development of the memory systems. Following this 
attention will be drawn to the concept of maternal sensitivity in conjunction with 
empirical evidence of the distinct interactional histories of the three main attachment 
groups and the impact upon social, emotional and cognitive development.
Chapter two will present a review of the research literature that has emerged from the 
traditional approach to theory of mind development as a contrast to the theoretical 
model of the thesis. Initially a definition of a theory of mind will be provided, 
introducing the main constructs under consideration, beliefs and desires. Following 
this, a review of the methods used to test false belief understanding is discussed, 
drawing attention to the controversy surrounding the question of when a theory of mind 
definitively emerges. The concentration of effort into the investigation and 
measurement of false belief within an experimental paradigm exemplifies the disparity 
of the cognitive approach and that proposed by attachment theory. Two theoretical 
models that have evolved to explain the development of representational thinking will 
be critiqued (the role of pretend play and the theory-theory model) drawing attention to 
the differences between these approaches and the attachment perspective. Finally there 
will be a discussion of a concurrent body of research that has considered the 
significance of family relationships in the fostering of a theory of mind. The similarities 
and parallels between these investigations and attachment theory are assessed.
Chapter three: The methodology details the design of the study and a rationale for the 
inclusion of the selected measures and the process of analysis. In addition, a review of 
the pilot studies and training embarked upon in the preparation for the study are 
provided in coryunction with background information of the nursery in which the 
research was undertaken, the sample, ethical considerations and the difficulties 
encoimtered in gaining access to the pre-school.
Chapters four and five: Due to the wealth of data collected, two chapters are devoted to 
the presentation and discussion of the results. Thus, chapter four focuses upon the
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quantitative analysis, covering the distribution of child attachment status and the 
statistical analyses that explored the relationship between attachment and the 
emergence of a theory of mind. This chapter is primarily concerned with hypothesis 
testing, specifically to assess whether the interpretation of Crittenden's 
conceptualisation of the process of attachment can be meaningfully applied to our 
understanding of theory of mind development. Chapter five presents the qualitative 
findings, and can be viewed as the hypothesis generating aspect of the study. Hence 
attention is drawn to the overall aim of exploring how the interplay of attachment status 
and theory of mind development could manifest itself in terms of the quality of the 
child's relationship and their behaviour within a naturalistic setting. The comprehensive 
analysis of the observational material draws upon both previous research findings and a 
structured coding system designed by Crittenden (1995) focusing upon the similarities 
and anomalies that arose in a comparison of this data with the experimental measures 
and theoretical expectations. In addition, the results of the adult measures in the form 
of eight detailed case studies are presented. Attention is drawn to the analysis of the 
interviews, illuminating the strategies utilised by the parents and the parallel 
embodiment of these themes in their children’s behaviour in the nursery, attachment 
status and false belief test performance.
Chapter six: The conclusion offers a brief synthesis of the findings, a critique of the 
methodology, and finally, the implications for future research are addressed.
CHAPTER ONE 
Attachment theory:
Theoretical foundations and research
1. Introduction.
“Confidence that an attachment figure is, apart from being accessible, likely to be 
responsive can be seen to turn on at least two variables: a) whether or not the 
attachment figure is judged to be the sort of person who in general responds to calls of 
support and protection; b) whether or not the self is judged to be the sort of person 
towards whom anyone, and the attachment figure in particular, is likely to respond to in
a helpful way Once adopted, moreover, and woven into the fabric of the working
models, (the model of the attachment figure and the self) are apt henceforward never to 
be seriously questioned." (Bowlby, 1973, p. 204).
Attachment can be defined as an affectional bond that develops within the context of 
the parent-child relationship (Bowlby, 1969, 1973, 1980, 1979, 1988; Ainsworth, 
1991), underpinned primarily by the infant’s need for security, and the corresponding 
manner in which the caregiver typically responds to the child. The relationship is 
internalised in the form of a representational structure, termed the Internal Working 
Model IWM), which functions to organise the infant’s behaviour in relation to 
achieving proximity to the caregiver. Captured in the above quote is an indication of 
the long term impact disparate experiences have on future outcome; in particular, the 
child's ability to trust the caregiver to be responsive to their attachment needs, which in 
turn facilitates independent exploration.
According to Stem-Bruschweiler and Stem (1989) the mother-infant relationship 
consists of four main components; a) The infant’s actual observable behaviours, b) the 
mother’s observable behaviours, viewed in terms of the interaction of the dyad, c) the 
infant’s representation of the interaction, including how the infant perceives, interprets.
feels and recalls experiences. Finally, d) the maternal representation of the relationship, 
which in turn revolves around how the relationship is perceived and interpreted, but 
additionally incorporates how other roles, (for example, daughter, wife, as they feel as 
an individual), may impinge upon the relationship. Importantly, both the infant’s and 
the maternal/caregiver’s behaviours are mutually reinforcing, although in terms of 
establishing the interactional patterns the maternal input has the greatest influence 
(Belsky and Isabella, 1988). In order to fully understand the attachment all four aspects 
of the relationship need to be taken into account, and thus attention will be drawn to the 
intergenerational transmission of both attachment and the emerging capacity to 
conceive of the self and others in terms of mental states.
hi the present chapter an overview of the theoretical foundations of attachment theory
will be presented, focusing upon the construct of the Internal Working Model (IWM).
hi addition, the role of affect, a key aspect of the attachment relationship will be
explored drawing upon infant research, which highlights the fundamental role it has in
the organisation of behaviour. Following this, the three main attachment categories
(secure, avoidant and ambivalent) will be introduced, based upon the classification
procedure termed the Strange Situation (Ainsworth et al. 1978). Complementing the
role of affect is cognition, and the interplay of these two constructs is considered to be
critical in the establishment of an association between attachment and the development
of a theoiy of mind during the pre-school years. Finally, the importance of the
emerging memory systems identified by Bowlby (1980) and expanded upon by
Crittenden (1990,1992a, 1993, 1994,1995) will be addressed. Following this attention
will focus upon the relevant empirical work that has established the distinct
interactional histories associated with the three main attachment groups. The issue of
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maternal sensitivity and the creation of a secure base is critical in terms of future 
development in a range of spheres, which in turn further confirms the importance of 
exploring each attachment group separately and highlights the advantages of the secure 
child.
2. Attachment theorv: Theoretical foundations.
Attachment theory originated from the collected works of John Bowlby (1969, 1973, 
1980, 1979, 1988), in which he drew upon both psychoanalytical and ethological 
traditions to explore and analyse the universally occurring affectional bond that 
develops between the caregiver and the infant. Within Bowlby’s (1951) report on the 
mental health needs of orphaned and homeless children, the key themes of loss and 
separation were introduced and remain central elements. Unlike psychoanalytical 
theories, premised upon the retrospective reports of adults within a therapeutic setting, 
attachment theoiy presents a forward looking approach. Bowlby (1969) argued that it 
was through the direct observations of young children that the processes of love, hate, 
ambivalence, anger and the creation of defensive structures could be witnessed during 
the critical period of infancy and early childhood.
Furthermore, the attachment relationship between the caregiver and the infant is the
result of evolutionary processes to ensure the survival of the species in the context of
the environment of adaptiveness (Bowlby, 1969). This essentially reciprocal
relationship is premised upon the predisposition of the infant to behave in ways that
ensure proximity to the caregiver, and in turn the adult is innately biased to provide
protection and security for the defenceless infant. Thus the caregiving system initially
11
has a protective role, "guiding" the infant towards maturity (George and Solomon, 
1989). Certain conditions trigger attachment behaviours, both external, (loud noises, 
sudden movements, dark), and internal stimuli, (hunger, tiredness, pain) (Schaffer and 
Emerson, 1964; Ainsworth, 1963, 1967; cited in Bowlby, 1969). Cries, vocalization, 
clinging, and later, approaches to the caregiver, signal to the parent that attention is 
needed and invokes the reciprocal caregiving system.
Once the set goal of the attachment system has been achieved (i.e. contact, assistance in
modulating affect, protection), the attachment system is terminated. This enables other
behavioural systems to come into play, importantly exploration of the environment, a
system that remains antiethical to that of attachment. For example, the infant is
engrossed in a colourful mobile over the cot when a sudden gust of wind blows the
door shut resulting in the emission of a loud noise. This sudden, unexplained sound
frightens the infant, and immediately the exploratory system is terminated, and the
attachment system is activated. The presence of the caregiver and a soothing voice
calm the infant, and reduces the heightened anxious state; once this has been achieved,
the infant is once more able to attend to the toy that had captivated their attention.
During the first four months infants begin to show a clear preference for the adult most
responsible for their care, as seen in the displays of heightened positive affect, i.e.
smiles and vocalization coupled with the visual tracking of the caregiver (Bowlby,
1969; Weiss, 1991). In optimal circumstances from 2-3 years old it was suggested that
there is a discernible movement towards a goal corrected partnership, established by
circa 4 years (Bowlby, 1969). The developing relationship incorporates and recognises
the child's emerging capacity to conceive of, and infer the separate intentions of the
caregiver and their disparate goals and plans. This burgeoning insight into the mental
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world of others establishes the foundation of a more mutual relationship, based upon 
communication, the negotiation of needs and access to the caregiver. Notably, the 
definition of this relationship appears to encapsulate the transformation of the child’s 
capacity to recognise alternative perspectives during the pre-school period that has 
been proposed by researchers investigating the development of a theory of mind.
The attachment system is thus directed towards a specific person, the greater the 
amount of interaction with an individual, the more attached the child will become. 
Once the attachment relationship has become established by the end of the first year, it 
endures through the life cycle, and although the overt behaviours and interactional 
patterns alter with maturity, the underlying organisation usually remains stable 
(Bowlby, 1973, 1979, 1988). The instinctive biologically rooted organisation initially 
takes place on a behavioural level, moving towards a more complex representational 
structure, termed the Internal Working Model (IWM) (Bowlby, 1973).
It is important to acknowledge that attachment theory has attracted controversy, in 
particular Bowlby’s adherence to the concept of monotrophy has been questioned 
(Rutter, 1982,1995). In contrast it has been suggested that infants do form multiple and 
equally strong attachments to alternative caregivers and the assumption that the bond to 
the biological mother is inherently superior has and is debated. Different cultures have 
discrepant caregiving systems, for example extended families or Kibbutizm in Israel, 
which are not seen to have a deleterious impact on the child’s consequent development 
(Rutter, 1982). Equally feminist authors have been critical of the focus upon the 
mother-child relationship with the suggestion that idealised definitions of sensitive 
mothering are constructed fi-om a male, white and middle class perspective
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(McGoldrick, 1989; Woollett and Phoenix, 1991; Dunn, 1993; Richardson, 1993). 
However, it would be inaccurate to propound that attachment theoiy has not attempted 
to untangle the complex pathways and disparate influences of independent attachment 
to the mother and the father (Cassidy et al. 1996). For example, research has drawn 
attention to the “buffering” role of secure attachment to the father (Easterbrooks and 
Goldberg, 1990) and the intergenerational association between father-child attachment 
status (Fonagy et al. 1991a, 1994). In addition, secure attachment to the father and 
developmental outcomes have been investigated (Lamb et al. 1982; Cohn et al. 1991); 
specifically, Fonagy and Target (1997) reported that there was a significant association 
between secure attachment to the father and belief-desire reasoning. Although these 
issues are pertinent and warrant further attention they are not directly relevant for the 
present thesis that focuses upon the process of attachment and thus will not be 
addressed further.
3. The role of affect.
Prior to defining and focusing upon the IWM, it is useful to digress to the empirical 
findings of research focusing upon the infant's sensitivity to, and the organising 
function of affect, a key component in the formation of the attachment relationship. 
Two factors are involved, firstly, the degree to which the caregiver is able to respond 
appropriately and sensitively to the infant's affective signals; secondly, the capacity of 
infants to discriminate between and respond to the affective displays of their 
caregivers. During early infancy these affective signals constitute the infant's sole 
means of communicating with their caregiver, with neonates bom with an innate range 
of emotions that accurately reflect their internal states (Sorce et al. 1985; Maccoby,
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1992; Cichetti et al. 1995; Crittenden, 1994). However, initially the infant is dependent 
upon the caregiver to regulate and provide meaning and structure to their internal world 
(Harris, 1994; Crittenden, 1992a, 1993,1994).
The empirical findings of this research area are considered to be of critical importance 
to the overall thesis; if, as it was proposed in the introduction, the appropriate and 
accurate mirroring of the infant's affective states underpins the development of a theory 
of mind, several essential factors need to be established. Firstly, there should be 
substantiating evidence of the existence of an innate range of discrete affects that are, 
on some level, subjectively experienced by the infant. Secondly, and inter-related to the 
latter point, it is a necessary prerequisite to establish that in turn the infant's behaviour 
is meaningfully influenced by the caregiver's response. In this respect, the parental 
sensitivity (or lack of it) to the infant's affective states could be expected to have a 
discernible impact upon internal regulation and the organisation of external behaviour. 
Hence, as hypothesised, if the response of the caregiver is either inconsistent or, 
alternatively, rejecting of a selective range of affects, the meaning of the felt state 
would be either distorted or denied. Thirdly, there should be additional evidence of the 
infant's capacity to draw upon available affective cues (originating fi-om within the self 
and from the caregiver) in order to organise behaviour.
Importantly, and with clear parallels to Bowlb/s concept of the IWM, Demos (1992) 
illustrated the neonates innate capabilities in reference to the "psyche". This construct is 
defined as a type of control system, filtering experiences both internal and external, 
with an overseeing function over other behavioural systems such as cognition and 
perception. The Freudian infant. Demos (1992) suggested, is conceptualised as having
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a restricted psyche, in that it is confined to monitoring and reducing tension to maintain 
internal equilibrium. Importantly, no conscious understanding of the fluctuating 
internal states is presumed, and concepts such as play, exploration and interaction with 
the environment, including significant relationships, are not viewed as a motivational 
force, or to form the basis of early representations (Mitchell, 1988; Lachmann and 
Bebe, 1992).
In contrast. Stem (1985) argued that infants are bom with the capacity to constmct
schemes of self and others and are able to discriminate between events caused by the
self and others (DeCasper and Carstens, 1981). This echoes Bowlby's contention that
the infant is not a passive being, shaped by circumstances, but conceived as an active
participant in the constmction of the attachment relationship. Thus the focus of study
cannot be concentrated on either one partner in the dyad, but the dynamic interactional
pattems of both parties (Sroufe, 1985, 1988; Troy and Sroufe, 1987). Numerous
empirical studies have detailed the observable differences in the infant’s behaviour that
indicate the existence of discrete affective states (Sorce et al. 1985), which are
associated with consistent facial and physical expression (Cichetti et al. 1995). For
example, the interested infant will focus intently on the object/s that have captured their
attention, widen eyes, brow raised and open mouth, combined with a still body (Wolff,
1965; Oster, 1978; Langsdorf et al. 1988). The happy, content infant exhibits fluid and
smooth bodily movements (Brazleton et al. 1974); in contrast, angry displays are
distinguished by sharp, jerking, frenetic movements, a lowered and compressed brow,
and often accompanied by intense crying. Finally, distress and anxiety is revealed by a
lowered head, down tumed mouth and restless behaviour (Wolff, 1969: Demos, 1986,
1988). In addition, evidence suggests that the infant’s behaviour and affective state is
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influenced in turn by the caregiver’s affective reaction (Haviland and Lelwica, 1987; 
Caron et al. 1988; Termine and Izard, 1988; Femald et al. 1989). Similarly, it has been 
reported that the affective system provides an additional motivational function, for 
example, happiness prompts interest in, and exploration of the surroundings, whereas 
anxiety and fear are inhibitory (Bowlby, 1969; Cichetti et al. 1995). Studies that have 
explored the emergence of social referencing further establish the relevancy of the 
dialogue of affect within the dyad (Maccoby, 1992), with the infant able to convert 
affective displays into valuable information in order to determine the appropriate 
course of action in a variety to contexts (Sorce et al. 1985: Homik et al. 1987).
The above studies verify the identified criteria necessary to endorse the critical 
importance of the mirroring process and the subsequent meaning and structure it 
affords to the child's internal world. However, a central component of the research was 
the prediction that a breakdown in this affective communication would have an adverse 
impact on the child's emerging mentalizing capacity due to the repression or distortion 
of their inner worlds. The following section focuses upon these issues, specifically 
introducing the three main attachment categories and how the discrepant access to 
affective and cognitive information shapes the attachment relationship. Fundamentally, 
it is the integration of these two constructs that it is suggested has a direct impact upon 
theory of mind development.
4. The implications of the breakdown in affective communication.
In this respect, not only are infants perceived to be sensitive to affective signals, Harris
(1994) asserted that there is an "expectation" that the caregiver will acknowledge and
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respond to this form of communication. However, the response may be severely 
restricted in the case of maternal depression, and these mothers are unlikely to be 
receptive to their infant’s affective signals. In addition, depressed adults exhibit a 
restricted range of emotional expressiveness, particularly the absence of positive affect 
(Radke-Yarrow, 1991; Harris, 1994; Radke-Yarrow et al. 1995). In turn, the limited 
array of expressed affect is liable to reduce the quality of the signals available for the 
infant to draw upon in order to appraise new situations. Potentially these less than 
optimal conditions will repress the natural interest and curiosity to explore the 
environment, thus restricting valuable learning opportunities (Harris, 1994). Notably, 
the depressed affect that pervades is transposed to the child's relationships with other 
adults. Field et al. (1988, cited in Harris, 1994) noted that the flat and muted 
demeanour of the infant had a reciprocal effect on the adults, hence their behaviour 
became visibly more subdued. Similarly, Sorce et al. (1985) drew attention to the 
quality of the interaction between the caregiver and the child in their comments about 
the selection procedure for the study outlined earlier. Infants who failed to monitor 
their mother's affective cues were omitted from the sample, and the authors suggested 
that the participants might have represented infants functioning at an optimal level. In 
terms of the attachment relationship, the final sample of the study included those 
infants who trusted and judged the caregivers affective cues to be informative and 
reliable.
These above factors appeared to be critical in terms of the aforementioned mirroring
process and the disparate experiences of the three attachment groups. Specifically, it is
predicted that the affective communication within insecure parent-child attachment
relationship, as with the depressed dyads, is in some way inconsistent, restricted or
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misleading. As stated, social referencing is only an effective means of co-ordinating the 
behaviour within the dyad if both partners have confidence in and are receptive to each 
other. Therefore, based upon the experiential history with the caregiver, the infant 
forms a set of expectations as to how affective signals are responded too, embodied 
within the representational structure of the IWM. Notably, the representation of the 
relationship is comprised of a summaiy, or a stereotype rather than discrete memories 
of behaviours or episodes (Maccoby, 1992), and is a guide firom which predictions and 
interpretations of on-going and future experiences are based (Zeanah and Barton 
(1989). In turn, the stereotype becomes more rigid over time, giving rise to possible 
error; for example, infants of depressed mothers may misconstrue potentially 
stimulating events or encounters fi-om a limited perspective presuming little enjoyment, 
thus disregard new opportunities.
As stated earlier, infants utilise an innate range of affective states to communicate with 
the caregiver, often to signal a need for assistance in the modulation of affect (Rubin et 
al. 1995). In optimal circumstances, the parental sensitivity to the infant's affective 
states, combined with a consistent and appropriate response, provides meaning and 
forms the structure of the internal world. In addition, in terms of the attachment bond, 
consistency and sensitivity imbues within the infant a sense of confidence in parental 
accessibility (Bowlby, 1973; Haft and Slade, 1989; Crittenden, 1994, 1995). For 
example, negative affect is acknowledged by the parent mirroring the feeling, but is 
combined with soothing and comforting expressions so not to exacerbate or amplify 
the infant’s distress (Maccoby, 1992; Fonagy et al. 1987). However, the infant who 
experiences rejection when displaying a need for proximity will learn to inhibit or 
displace the felt emotion, restricting the natural range of expressed affect (Bowlby,
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1973; 1988; Cassidy and Kobak, 1988; Hopkins, 1991; Cichetti et al. 1995; Moss et al.
1996). Conversely, caregivers who are unable to respond effectively or consistently to 
their infant’s distress, i.e. matching anger with anger without assuaging the anxiety, 
will leave the infant in a heightened state of arousal and disorganisation. (Crittenden, 
1993, 1994, 1995; Cassidy and Berlin, 1994; Moss et al. 1996). These two types of 
breakdown in the open and balanced communication of affect within the dyad have 
implications for future emotion regulation; inhibition of affect has been linked with 
over-control and internalising behaviours, whereas the under-control of heighten affect 
has been associated with externalising behaviours (Rubin et al. 1995). Prior to 
discussing the hypothesised relevancy of the breakdown of affective communication 
and the importance of cognition in terms of the emergence of a theory of mind, it is 
necessary to describe the three main attachment categories in detail.
5. Measuring attachment in infancv: The Strange Situation.
The development of the Strange Situation procedure (SSn) designed by Ainsworth et
al. (1978) made it possible to distinguish between distinct attachment relationships
developed during infancy. Throughout a series of separations and reunions the impact
of disparate IWM's are illuminated by the interactional pattems of the dyad (Table 1
provides a resume of the protocol). The value of the Strange Situation (SSn) procedure
lies within the creation of a situation where it is possible to assess the degree to which
infants are able to co-ordinate and integrate affect, cognition and behaviour across the
distinct phases of the format (Gaensbauer et al. 1983; Waters and Sroufe, 1983).
Differences in how infants regulate affect on separation and reunion, the expectations
they have formed of their caregiver's response, the reorganisation of behaviour from
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separation to seeking comfort, and the ability to explore the environment are 
exemplified in the descriptions of each group.
Table 1. The Strange Situation (Ainsworth et al. 19781.
Infant and caregiver are left in a play room
♦ Episode one: Stranger enters.
♦ Episode two: Separation one. The caregiver departs leaving the infant with the 
stranger.
♦ Episode three: First reunion. The caregiver re-enters the room.
♦ Episode four: Stranger leaves the room, caregiver and infant are left alone.
♦ Episode five: Second separation. Infant is left alone in the room as the caregiver 
departs.
♦ Episode six: The stranger returns.
♦ Episode seven: Second reunion. Caregiver returns.
From the initial studies three clear strategies emerged firom the analysis of the
interactional pattems of the dyads, and importantly, these had strong links with the
extensive home observations conducted with the original sample during the infants'
first year. During the course of the Strange Situation, one group of infants exhibited a
marked avoidance of their mothers on reunion, or at best displayed some form of
casual greeting, coupled with a failure to demonstrate a clear preference for the mother.
Infants who were characterised by a constellation of behaviours that suggested an
inhibition of attachment were termed Avoidant (A); infants classified as A1 overtly
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tumed away from the mother on their retum, rarely approaching them, and reportedly 
found no overt pleasure in physical contact. To a lesser extent this was observed in 
subgroup A2, characterised by displays of avoidance enacted with moderate degree of 
proximity seeking. It is important to note that infants classified as avoidant do not lack 
an affective response, and evidence of the arousal evoked by the separations in the SSn 
procedure is derived from the measurement of the infant’s physiological response. 
Spangler and Grossmann, (1993, cited in Lyons-Ruth, 1996) found that the heart rates 
of secure and avoidant infants were significantly raised during the second separation, 
although only the secure child expressed this anxiety by openly demonstrating their felt 
state. After reunion, when free to explore, the secure infant's heart rate reduced to the 
pre-separation rate. Whereas, belying their calm appearance attending to play 
resources, the avoidant infant's heart rate remained elevated. Plausibly, it could be the 
inability of the caregiver to provide a secure base that leads to the continued, if 
psychologically defended against, heightened anxiety. Complementing these findings 
the typical pattem of interaction of these dyads observed within the home was 
insensitive care; mothers of avoidant infants were recorded to routinely reject physical 
contact, hence high levels of negativity were expressed by these infants.
In contrast, a distinctive group of infants were identified by their willingness and desire
to actively seek proximity to the mother, notably upon reunion. In addition, distress
was overtly exhibited prior to and during the parental absence, whose retum was
openly acknowledged with a combination of crying and/or smiles and contact seeking.
Infants exhibiting these identified behaviours were deemed to be Secure (B) in respect
to attachment. Several subgroups were again confirmed; infants termed B1 and B2
manifested some of the traits associated with the avoidant group (notably the B1
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category), who were observed to rely more on distal forms of communication, rather 
than establishing physical contact. Alternatively, the B3 subgroup was typified by 
active approaches to the mother during reunion, and maintained physical proximity if 
openly distressed during the separations. Although these infants were open in 
expressing their attachment needs prior to separation, there were no signs of 
preoccupation, consequently they were able to fireely explore and enjoy the play 
material available. This competency was somewhat lacking in the B4 subgroup, who 
displayed a degree of ambivalence towards the mother, exemplified by 
approach/avoidance behaviours during reunion; in addition, expressions of resistance 
in response to the termination of contact instigated by the mother were recorded. 
During the home observations of the secure infants it was noted that the mothers were 
typically responsive and appropriately sensitive to their infant's signals.
Ambivalence directed towards the mother was the primary characteristic of the final
group termed Ambivalent (C). These infants demonstrated an array of distinctive
behaviours, including a combination of contact seeking and resistance, explicit
expressions of anger combined with opposition during reunions. Cl infants were
specifically conspicuous in their overt displays of negativity and anger, whereas C2
infants were perceptibly passive and inactive throughout the procedure. The latter
group of infants appeared to be unable to initiate contact or generate purposeful actions
in order to ensure proximity, although signs of resistance and protest were visible
during contact. In turn, inconsistency was identified as a primary feature of the
observed interaction during the initial home observations; mothers of infants later
classified as ambivalent scored consistently low on the seven key criteria associated
with sensitivity and later secure attachment. (These encompassed: levels of affection
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when holding the infant, ability to handle the infant, responsivity to the infant’s signals, 
levels of sensitivity, being readily available, co-operative and contingent responses, and 
overall acceptance). Later studies have further verified these identified pattems 
associated with ambivalent attachment; for example, a lack of synchronisation within 
the dyad (Belsky et al. 1984), and a slow response rate to distress cues of the infants 
(Isabella and Belsky, 1991, cited in Cassidy and Berlin, 1994). (A fuller discussion of 
the role of maternal sensitivity will be presented in the following section).
A fourth group of infants were later identified by Main and Solomon (1990) following 
an examination of 200 videotapes of the SSn previously considered to be 
unclassifiable. The behaviours of the infants within this group were reported as being 
unusual and idiosyncratic, but certain consistent features were in evidence, such as 
pattems of fireezing and/or rocking movements, combined with alterations of approach, 
avoidance and helplessness. This group classified as Disorganised (D) is notably 
prominent within high-risk populations, where they face a "behavioural paradox", due 
to the fact that the parent is simultaneously a potential source of protection and threat 
(Main, 1996). The infant is thus placed in a "no win" situation; the activated attachment 
system induces them to seek proximity, competing with need for self-preservation and 
the impulse to flee. The net result of such an anomaly is a severe restriction on the 
formation of a coherent strategy, hence the often bizarre behaviours displayed within 
the context of the SSn. However, due to the composition of the sample in this study the 
focus will be exclusively on avoidant, secure and ambivalent attachment.
Overall the distribution of the three main attachment categories based upon Ainsworth 
et al.’s (1978) study were 60% secure, 20-25% avoidant and 10-15% ambivalent. This
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distribution has been confirmed in a later calculation undertaken by van Uzendoom and 
Kroonenberg (1988) with a world wide distribution pattem of 65% secure, 20% 
avoidant and 14% ambivalent.
The SSn procedure is widely recognised as the method of assessing attachment 
strategies during the infancy period, even though it has been subjected to some 
criticism. For example. Field, (1996) argued that rather than tapping into the child's 
attachment relationship, it was restricted to the recording of discrete behaviours in a
stressful situation, describing the format as: " a very unnatural, ecologically strange
3 minute situation." (p 544). In addition. Field suggested that in order to precisely 
ascertain the quality of the attachment relationship it would be necessary to observe the 
dyad in natural and relatively stress free conditions. However, as Ainsworth et al. 
linked pattems of attachment as revealed in the SSn with behaviours observed during 
the home (qualifying surely as a stress free and natural environment) this seems to 
weaken Field’s argument.
6. The integration of affect and cognition.
From the above evidence it is clear that within the emotionally highly charged parent- 
child relationship, disparate levels of sensitivity to the infant's affective signals will 
lead to diverse and distinguishable pattems of interaction (Bowlby, 1969, 1973; 
Ainsworth et al. 1978). It is suggested that the aforementioned identified pattems 
illuminate and discriminate between the disparate manner in which affective and 
cognitive information is attended to, processed and interpreted. In this respect, 
Crittenden's (1993, 1994, 1995) identification of these two sources of information as
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critical factors to better understand the attachment strategies was considered to be 
highly relevant to the overall thesis. Reflecting on the integral role of affect and 
cognition, Crittenden (1994) stated:
" Thus an internal representational model is, in fact, and integrated pair of models 
containing both cognitive and affective information. Affect is especially important, 
because, according to Bowlby, affect ties in certain kinds of situation (which give rise 
to feelings) with certain kinds of responses (which increase the possibility of safety,
health etc.) Cognition fonctions to mediate the relationship among perception,
affect and cognition. In addition, cognitive maturation permits the development of 
mental structures for perceiving and storing new types of information, including 
affective information” (p3).
To summarise, Crittenden argued that due to the massive amount of stimuli available 
in the environment, infants need to select, attend to and process the most salient 
information regarding possible danger and the best means to secure protection when 
threatened (perceived or real). Cognition provides the facts, who the caregiver is, and 
how attachment behaviours and associated affective signals are likely to be responded 
to. In addition, the temporal ordering of events may be predictable or inconsistent. For 
example, if the infant's cries of anxiety are reliably met with a gentle soothing response, 
the behaviour is reinforced, and the infant is additionally provided with invaluable facts 
as to the contingency of the selfs behaviour on the environment. Moreover, such a 
consistent response imparts highly salient information as to the meaning of their felt 
states. Equally, cognition can be protective, as the identical communications of distress 
exhibited by another infant may be met with hostility, and under these conditions the 
child will learn to inhibit actions or expressions that result in an uncomfortable 
sensation.
Affective information is more evaluative, and encompasses the emotions aroused in
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relation to the caregiver, intertwined with complementary feelings about the self 
(Bowlby, 1973; Cassidy, 1990). Pure cogmtion, i.e. "When I cry the caregiver picks me 
up" has no affective resonance, it merely describes a set of actions that follow a 
particular behaviour. However, the affective evaluation of the action, i.e. " the gentle 
rocking when I am held, and the calm voice make me feel safe" in contrast to "harsh 
jolting movements and angiy voice make me feel uncomfortable and unwanted" 
dramatically alters the experience. The former example will ensure that the infant will 
feel confident and comfortable with expressing affect, the latter will learn to avoid 
eliciting such a negative outcome. In summary, the representation the infant forms of 
the relationship contains two key elements, cognitive and affective information. It is 
suggested that affect and cognition may be clear and openly communicated, or 
exaggerated, displaced and repressed, giving rise to the risk that behaviour will be left 
without any meaning as it its cause (Crittenden, 1990). Once established by the end of 
the first year, constructed from the infant’s life experiences, the IWM becomes 
internalised and acts as blue print of how the self and others are understood, and 
constitutes the foundation from which behaviour is organised, planned and interpreted. 
The representational model mitigates against the need for the constant reassessment of 
each new situation or experience, rendering physical trial and error redundant. The 
affective component remains critical, feelings of self worth, ability to trust, 
responsiveness and support coupled with the degree to which the self is seen as a 
person worthy of love, underscore the highly charged nature of the attachment 
relationship.
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7. The role of affect and cognition in the organisation of the attachment strategies.
In terms of the relationship, the strategies embedded in the IWM are highly adaptive 
and ensure the possibility of protection from danger that is the set goal of the 
attachment system (Bowlby, 1980; Rubin et al. 1995; Cummings and Davies, 1996; 
Main, 1996). In addition, it appeared that each group utilises cognitive and affective 
information in a distinct manner, premised upon receiving discrepant information as to 
the meaning of their internal states. The extent to which affect is openly communicated 
or distorted or repressed, and the predictability of the temporal order was considered to 
potentially hinder or facilitate the mirroring process associated with the development of 
a theory of mind.
a. The avoidant strategy.
As stated above, even though the insecure strategies are adaptive, they do have a price,
and for the avoidant infant and child, the cost is manifested in a strategy of repressing
affect in order to reduce the risk of alienating the parent. To summarise, cognition
dominates, the avoidant child is cognisant of what is likely to happen, the temporal
order is predictable, but the associated feelings aroused are denied. During the
separation and reunion episodes of SSn, when anxiety and distress would be expected,
they are conspicuously absent. Underlying the apparent calm, there are feelings of
anxiety, anger and resentment, as evidenced by the infant's physiological reaction
(Spangler and Grossmann, 1993). These withheld angry feelings are released in other
contexts, i.e. towards objects, the stranger during the SSn, and later towards peers
(Gaensbauer et al. 1983; Hopkins, 1991; Lyons-Ruth, 1996; Moss et al. 1996).
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Avoidant infants and pre-schoolers are caught in a trap of dealing with two 
contradictory and incompatible desires, to approach and be close, and withdrawal and 
distance (Hopkins, 1991). Thus the avoidant child’s natural range of affective 
expression is restricted, based upon their accurate representation of the relationship 
contained in the IWM (Bowlby, 1969,1973,1980).
In addition, Crittenden argued that caregivers of avoidant infants tend to display false 
positive affect, misconstruing the meaning of the internal state; for example, holding 
the child with rigid arms and a tense body, whilst presenting a fixed over-bright smile. 
Such actions further render affect as being perceived as inherently misleading. 
Similarly Fraiberg (1982, cited in Cassidy and Kobak, 1988) noted the displays of 
exaggerated "giddy theatrical laughter" terming this as a "transformation of affect". In 
sum, false positive affect implies an invitation for intimacy, however, when the infant 
responds in kind, the caregiver once more rejects these moves towards closeness. 
Similarly, the affective expression of the infant is to an extent falsified, (i.e. the 
inhibition of attachment behaviours), thus what is displayed and presented to the 
outside world, including crucially, to the parent, is the antithesis of the true felt state.
As the infant matures, the discrete behaviours of this strategy may alter, and thus it is 
unlikely that an avoidant pre-schooler would purposefully turn away from their 
returning parent. Instead, attention would be deflected towards the environment and 
away from the relationship i.e. through offering toys and suggesting alternate activities. 
Fundamentally, the underlying organisation remains stable, based upon the defensive 
exclusion of feelings of anger and anxiety due to the unmet attachment needs (Bowlby, 
1980). Paradoxically, Main (1981, cited in Cassidy and Kobak, 1988) argued these
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defensive strategies actually operate to maintain the relationship by reducing possible 
conflict with the caregiver. From the infant’s perspective, open communication of 
attachment needs that results in anger or rejection could ultimately alienate the parent, 
curtailing the possibility of protection (Crittenden, 1993). Premised upon the above 
evidence, it appears that the avoidant child is predisposed to monitor carefully the 
parent's behaviour, inferring which internal states are shareable compared to those 
which by necessity need to be denied. This does not mean that the infant or young child 
is presumed to reflect upon the motivations underlying the parental behaviour; 
however, with a predictable temporal order it is suggested that there is a discernible 
cause and effect in operation.
Importantly, the parental response to the child is seen to be premised upon their own 
representation of attachment, as determined by the Adult Attachment Interview (see 
methodology) and confirmed by the strong concordance rate between the adult 
classification and the child as determined by the SSn (Grossmann et al. 1988; 
Ainsworth and Eichberg, 1991; van Uzendoom, 1995a; Ward and Carlson, 1995) (see 
table two for a description of the attachment categories across the lifecycle). Thus, the 
Dismissing parent of the avoidant child defends against their own feelings of rejection 
by failing to acknowledge their child’s bids for closeness and intimacy in order to 
exclude memories of vulnerability and unmet attachment needs (George and Solomon, 
1989; Mikulincer and Orbach, 1995). In contrast, positive affect and independence are 
not threatening to the parent and thus are behaviours that are reinforced during the 
course of the dyads interactions (Haft and Slade, 1989). The child is presented with a 
clear image of which internal states are shareable and have meaning to the self and 
others.
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Table 2. Attachment across the lifecycle.
ADULT PRE-SCHOOL INFANCY
Dismissing (Ds) Defended (A) Avoidant (A)
Autonomous (F) 
(Free)
Balanced (B) Secure (B)
Preoccupied (E) 
(Enmeshed)
Coercive ( C ) Ambivalent ( C )
Unresolved (U) 
(Trauma/Loss)
Disorganised (D)
b. The ambivalent strategy.
Conversely, for the ambivalent infant affect, at a heightened level, is maintained at the 
expense of cognition; inconsistent caregiving creates the conditions whereby the infant 
is unable to discern the probable course of events and the consequences of their 
behaviour. Further compounding the perception of unreliability, the ambivalent child 
learns that only intense affective displays will elicit caregiving; however, due to the 
unpredictability of the response the feelings of anxiety that are aroused are not fully 
assuaged. The outcome can be clearly seen within the SSn procedure, the ambivalent 
infant remains anxious and unsure as to maternal accessibility, which in turn ensures 
that the attachment system remains activated and the caregiver’s movements are 
carefully monitored. In a similar vein, Dickstein et al. (1984, cited in Cassidy and 
Berlin, 1994) found that ambivalent infants engaged in higher levels of social
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referencing than both avoidant and secure infants. In particular, the perceptible 
monitoring of the parent was prominent during the SSn episode when the stranger 
initiated contact with the mother, and increased still further when the stranger 
approached the infant. Interpreting these findings, Cassidy and Berlin (1994) posited 
that the infant could have perceived contact with the stranger as a "threat", diverting 
attention away from their needs.
Within these dyads all energies are focused upon the relationship, affect high and 
autonomy low. This state of continued arousal has a deleterious impact on the ability of 
the infant to regulate affect, and thus restricts exploration and the associated benefits 
(Belsky et al. 1984; Cassidy and Berlin, 1994). Ainsworth et al. noted how these 
mothers failed to foster the emergence of self-initiated action by, for example, insisting 
on holding their infants whilst they were feeding, thus inhibiting the development of 
this skill. Similarly, Isabella and Belsky (1991) reported how mothers of ambivalent 
infants were inappropriately disruptive, such as stimulating the child when tranquility 
and peace were required. It seems that movements towards greater independence are 
stifled by the mothers of ambivalent infants (although not consciously) to render the 
infant more dependent. Citing a study by Miyake et al. (1985) Cassidy and Berlin 
confirmed this pattem; during early infancy, mothers of children later classified as 
ambivalent held their infants half as often as their secure counterparts. However at 7.5 
months, as their infant's competency improved, these mothers became increasingly 
more intmsive, revealing an inherent lack of contingency within the dyad. It appears 
that both parties become locked within a negative cycle. The interference of the child's 
independent activity coupled with a failure to respond when appropriate provokes the 
vigilant monitoring practised by the infant; correspondingly, the helpless or angry
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behaviours guarantees the caregiver's attention
Similarly, Main (1990) suggested that in order to preserve the relationship, the 
ambivalent infant distorts reality by perceiving the environment as threatening in order 
to keep the attachment system activated. Alternatively, this perception of danger, 
particularly during infancy, may be accurate, as the infant is indeed more dependent 
and defenceless. Thus, needing to resort to intense emotion and disorganisation to 
engender a response could be fatal if the infant was facing danger, and in these 
circumstances the caregiver’s actions could well be too late. Plausibly the extent to 
which immediate circumstances are misinterpreted may in fact increase as the child 
develops throughout the pre-school years, where maturation does equip them with self- 
protective and defensive strategies. Therefore, the continued perception of the 
environment as threatening (Cole-Detke and Kobak, 1996), coupled with immaturity, 
passivity and dependency during the pre-school period, does represent a significant 
divide between the representation and reality.
Finally, and potentially most salient in terms of the potential impact on the
development of a theory of mind, was Crittenden's (1993, 1995) identification of the
parental practice of utilising false cognitions. This refers to the deliberate deception of
child by the caregiver who provides misleading information as to their intentions and
plans. The established characteristics of the ambivalent attachment strategy appear to
create the dynamic whereby the child is predisposed to focus upon the self, coupled
with the tendency to disregard cognitive information that is in itself inherently
inconsistent. Considering these circumstances it seems unlikely that the ambivalent
child would be able to discern the alternate perspective of the caregiver, as none can be
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derived from the highly contradictory messages imparted.
The parental representation of attachment further illuminates the interactional style of 
the parent-child dyad; the pattem of inconsistent responiveness is engendered by the 
Preoccupied parent’s continued enmeshement in their own attachment relationship, 
hence the child’s signals evoke emotionally charged memories of the same 
unpredictability experienced in childhood (Mikulincer and Orbach, 1995). In order to 
assuage feelings of anxiety the parent focuses upon their affective reaction and fail to 
recognise the individual needs of the child (Benedek, 1970, cited in Lutz and Hock, 
1994) and prefer to keep the child in a state of dependency (George and Solomon, 
1989). However, the net result of inconsistent responsiveness to the child’s affective 
communications is that meaning of the self’s internal states are lost, as there is no 
pattem to the parental behaviour (Haft and Slade, 1989).
c. The secure strategy.
The secure strategy represents a balance between the two insecure pattems and can be
conceived of as exemplifying an integration of affect and cognition (Crittenden, 1992a,
1994). The temporal order is predictable and consistent, and affective signals are
communicated openly and freely premised upon the expectation of an appropriate
response. The child's intemal states are acknowledged, and thus are perceived to be
meaningful and shareable; in addition the consistent temporal order implies a logic and
stmcture to behaviour, hence in the future it is suggested that there is an established
predisposition to deduce the underlying motivation. Furthermore, the caregiver of the
secure child recognises the developing capabilities of the child during the pre-school
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years, which in turn fosters independence, learning and the creation of a flexible and 
dynamic IWM (Bowlby, 1988). It is suggested that Bowlby's (1969) concept of the 
goal-corrected partnership epitomises the capacity of the secure child to integrate 
diverse perspectives on reality. Although initially this faculty may be restricted to the 
caregiver-child dyad, it suggests that the emerging insight into other's minds will be 
transferred to the extended social world. In sum, the caregiver's acknowledgement of 
the child's feelings, and by implication their intentions and thoughts (or intentional 
stance, Dennett, 1978), is the model of the self and relationships which is internalised 
by the child. Indeed, Fonagy and Target (1997) reported that secure attachment to the 
father and mother was associated with success on a measure of belief-desire reasoning 
at five years of age.
The Autonomous secure parent is not hindered by the need to defensively exclude 
material, nor are they overwhelmed by painful attachment memories. Hence the adult is 
able to consistently and sensitively respond to their child’s affective communications 
and attachment needs (indicative of an integration of affect and cognition in their 
representation of attachment). Hence these mothers have been reported to acknowledge 
the full range of the child’s affective communication predictably and without bias (Haft 
and Slade, 1989). In addition, George and Solomon (1989) reported the secure mothers 
were able to recognise the separate desires and intentions of the child, coupled with the 
tendency to foster “thinking skills” by adding cognitive information to everyday 
activities, and encouraged the child to reflect upon their behaviour, notably after 
digressions. Ainsworth et al.’s (1978) description of the sensitive mother appears to 
encapsulate these elements.
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“The optimally sensitive mother is able to see things from her babies point of view. 
She is alert to perceive her baby’s signals, interprets them accurately, and responds 
appropriately and promptly, unless no response is the most appropriate under the 
circumstances. She tends to give her baby what he seems to want, and when she does 
not she is tactful in acknowledging his communication.” (pi42).
8. Multiple models and the development of the memorv svstems.
The development of the memory systems and the emergence of multiple models 
associated with insecure attachment is seen to further illuminate the diametrical bias 
towards cognition or affect, whilst additionally underscoring the predicted advantaged 
position of the secure child. Furthermore, it was during the assessment of this material 
that the hypothesised sliding scale of false belief comprehension founded upon 
attachment status originated. The inherent bias towards cognition (avoidant) or affect 
(ambivalent) in contrast to the integration of these two constructs (secure) seemed to 
suggest that the three distinct attachment histories “teach children how to use their 
minds” (Crittenden and Claussen, 1994, p 14).
Bowlby, (1973, 1980) first identified the emergence of multiple models as a particular 
risk for the insecure child, drawing upon Tulving's (1972, cited in Bowlby, 1980) work 
on both semantic and episodic memory. To summarise, multiple models emerge when 
the child constructs multiple, often contradictory, representations of both the self and 
the caregiver when only one model is optimally required (Main, 1991). What is the 
aetiology of multiple models? Drawing upon this perspective and Tulving's (1985, 
cited in Crittenden, 1992a) conceptualisation of procedural memory, Crittenden 
(1992a, 1994) argued that it is inconsistency within, and the closed communication 
between, the three memory systems that give rise to multiple models. In contrast,
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consistency of content and easy communication underpins the creation of flexible, 
adaptive, open and singular working models (Bowlby, 1973, 1980). According to 
Tulving (1972, 1985) the three memory systems emerge in a structured sequence, 
procedural, semantic and episodic.
a. Procedural memory.
Procedural memory, in terms of the attachment relationship, evolves during the infancy 
period, and is comprised of the expectations the infant develops of the caregiver’s 
probable response to their affective communication. In fact most adult behaviour is 
seen to be based upon procedural knowledge, which guides behaviour in everyday 
situations, mitigating against the need for the conscious reappraisal of each new 
encounter or experience (Bowlby, 1973,1980,1988; Crittenden, 1990,1992a, 1994). It 
is this knowledge base that Crittenden argued is tapped into during the SSn, and the 
distinct patterns of response to the caregiver on reunion reveal the most adaptive 
strategy formulated to ensure the maintenance of the relationship. As already described 
for the secure child, the caregiver provides, through appropriate sensitivity to their 
infant's signals, meaning and structure to their affective states and behaviours. For the 
insecure infant, at this early stage an incongruency emerges; for the avoidant infant in 
terms of inhibiting felt affect, and for the ambivalent infant, confusion and a mistrust of 
cognition. Crittenden, (1994) describes this breakdown within the communication of 
the dyad as thus:
"In addition, when interactants misconstrue infants actual states, a dysynchrony results 
which can not be understood by infants. The discomfort and dysynchrony becomes the 
content and experience of the self. Meaning and self are therefore, inextricably tied to 
both feeling and action in early infancy" (p8).
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Even at this early stage certain pertinent factors emerge; as stated, the secure child is 
predisposed to feel confident in communicating their internal world with others. In 
addition, with cognition intact, there is a perceivable structure and logic to behaviour of 
the self and others. Although the avoidant child has recourse to this highly salient 
cognitive information, they have learnt to inhibit a selective range of their internal 
states, thus aspects of the selfs internal world are lost. In contrast, it appeared that the 
ambivalent child faces the most adverse circumstances to contend with, as neither their 
internal world or the observable behaviours of self and others, have any perceptible 
meaning or structure.
b. Semantic memory.
The second memory system and associated model to emerge is the semantic memory, 
which in Bowlb/s (1973, 1980) terms is "borrowed" from the parent as it consists of 
the explanations provided by the caregiver of the child's experiences. Therefore, 
content is biased towards the caregiver's perspective and, for the insecure child, this is 
comprised of an inconsistent and incompatible interpretation. For example, the 
avoidant child experiences rejection as painful, the caregiver as harsh and demanding. 
However, this action may be explained to the child as justifiable due to their inherent 
flaws; as the young child is predisposed to accept the adult's perspective, the parental 
behaviour is consciously judged to be fair and justified. Such as strategy leads to the 
formation of a split model of the self, the hurt and degraded self is repressed, whilst the 
idealised invulnerable self dominates (Bowlby, 1973, Cassidy, 1990; Verschueren et al.
1996). Correspondingly, the selfs more accurate appraisal of the relationship, i.e. of the 
caregiver’s behaviour as unfair and the self as treated poorly, is excluded from
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conscious appraisal, whilst an idealised representation of the parent is maintained. 
These essentially incompatible multiple models of both the self and the caregiver exist 
concurrently, and are principally created when reality is distorted to cope with the 
contradiction between the child’s experience and the version provided by the caregiver 
(Bowlby, 1973).
Semantic memory is accessed when conditions arise that are not covered by the 
knowledge base contained within the procedural memory, although in order to do so 
affect must remain moderate (Crittenden, 1992a). With this condition, it is possible to 
imagine the strain this would impose upon the ambivalent child, whose constantly 
activated attachment system results in a state of heightened anxiety. Critically, it is 
unlikely that the explanations and generalisations proffered by the inconsistent 
caregiver will offer any clarifying information. To illustrate, the ambivalent child falls 
over and runs to the caregiver for assistance; in response the parent is initially critical, 
implying that the child is foolish and clumsy. However, drawing upon the procedural 
knowledge base the child intensifies the expression of distress, presuming that this 
intensified behaviour will ultimately beget a response. Eventually, (and confirming the 
accuracy of their perception), the caregiver attempts to placate the child, possibly 
telling them they are brave and will be looked after. Thus semantically the child is 
provided with two contradictory messages in response to the same behaviour, that they 
are both "bad" and "good" simultaneously (Crittenden, 1994). It is plausible to suppose 
that due the inherent incompatibility in the content of the semantic explanation, 
coupled with heightened affect mitigating against "thinking" about the problem, the 
young ambivalent child resorts to the procedural memory for a solution. Hence the 
observable behaviour remains angry and conflicted or passive, immature and still
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overly dependent on the caregiver.
It is suggested that the content of the semantic memory further illustrates the inherent 
bias towards cognition and affect that is characteristic of the avoidant and ambivalent 
child respectively. It appears that the avoidant child becomes more focused upon the 
perspective of the other, and essentially their understanding or knowledge is derived 
from external sources. In contrast, the semantic model on offer to the ambivalent child 
is intrinsically contradictory; thus they remain focused upon the selfs affective state, 
which in turn represents a failure to incorporate alternative viewpoints. As the false 
belief test essentially requires the recognition of a contrary perspective, it is suggested 
that the avoidant child could feasibly be advantaged in this respect in contrast to their 
ambivalent counterpart. However, it is acknowledged this predicted superior 
functioning of the avoidant child may only be tangible in the context of an 
experimental framework, as within the interpersonal relationship of the caregiver-child 
there is only one acceptable version of reality, which belongs to the adult.
c. Episodic memory.
The final system to develop during the pre-school years is the episodic memory, the 
content of which is comprised of highly salient experiences and events with a strong 
emotive resonance. This system and associated model operates largely outside 
conscious appraisal, and is accessed when the semantic and procedural memory are not 
sufficient to inform a suitable course of action and the current experience is 
emotionally highly charged. Significant events and experiences are contained within 
the episodic memory; for example, a child’s memory of a birthday, the first day at
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school, or the memoiy of becoming lost momentarily in a large department store, with 
the associated feelings, sounds, smells and sights. Notably, episodic memories are 
subject to error, and can become infused with fantasy or falsified as other individual's 
experiences and/or evaluations are perceived as originating from the self, and/or 
unhappy memories are suppressed. However, they remain an important source of 
material that inform expectations and appraisals of the self and others at critical points 
in an individual's personal history throughout the life span. The extent to which a 
caregiver is able to structure, validate and acknowledge the story of the self in the 
episodic memory is of considerable importance. For example, from the proceeding 
descriptions it is possible to envisage the parent of the avoidant child devaluing the 
child’s actual experience, insisting upon their own semantically derived perspective at 
the expense of the child’s perception of reality. Under these conditions it is possible to 
conceptualise of how the actual memory of the emotive event is denied and suppressed.
d. Communication across the memory systems.
The extent to which there is an open and unrestricted flow of communication between 
the memory systems is considered to be a necessary requirement if the knowledge 
stored within the memory systems is to be used to predict and plan behaviour. The 
breakdown in the flow of information between the memory systems creates the 
conditions whereby multiple models develop and, as Bretherton (1996) states, "giving 
rise to contradictory intra-psychic communications" (pl4). When material is 
disregarded, suppressed or distorted, memory systems can becomes inflexible and 
rigid, thus discrediting information is denied, and the content is not open to reappraisal 
or revision.
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The circumstances of the secure child favours and presents opportunities for the child 
to experience integrating and updating existing models; the content of the inter-related 
memory systems tends to be consistent and re-affirming, precluding the necessity of 
discounting or suppressing contradictory information. However, when conflict does 
arise, and current experiences clash with a past expectations, the secure child is 
equipped with the "epistemic space" to evaluate and make appropriate changes (Main, 
1991). This actual process engenders a sense of self-efficacy and competency in the 
child in formulating alternate pathways of coping with interpersonal and intrapersonal 
dilemmas.
In contrast, as with the previously described restrictive affective communication 
practised by the avoidant child, a similar pattern emerges in terms of the memory 
systems. In order to maintain the avoidant strategy, the child's own experiences are 
repressed if they contradict the semantic model of the parent (Crittenden, 1992a). 
Moreover, due to the repression of these affectively charged experiences, Crittenden 
argued that the child may act out the roles of the self or protagonist without having 
access to, or an understanding of the causes or the motivations behind their actions. It is 
suggested that through the process of internalising the caregiver’s version of events and 
experiences, the child in fact assumes responsibility for interpersonal relationships. For 
example, the avoidant child has to alter their behaviour (restrict demands for closeness 
and intimacy) and falsify their feeling states (inhibit certain affective expressions, false 
positive affect) to maintain the relationship. There is little reflection or consideration of 
the selfs perspective, as this would potentially provoke anxious and uncomfortable 
feelings; thus the felt self in a sense becomes omitted from the process of 
understanding. The child may have access to cognition and the temporal order of
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events from which they are able to make predictions as to the behaviour of others; they 
may know how others will respond and the type of behaviours that will bring approval. 
However, critically, the affective component is not consciously acknowledged, thus 
within the episodic memory, the avoidant child encodes both the "good" and "bad" 
aspects of the self. The "good" refers to the child endorsed by the caregiver, the self 
who inhibits affect, and does not express needs, and this idealised self remains 
accessible (Cassidy and Kobak, 1988; Cassidy, 1990; Crittenden, 1994; Bretherton, 
1996; Verschueren et al. 1996). Conversely, feelings of sadness, hurt, loss, the "bad" 
self, is omitted from conscious awareness.
Conversely, the ambivalent child has access to the emotionally charged incidents
within the episodic memory, and the procedural expectation of unpredictability, but the
semantic evaluations that are seen to structure and contain these models are in essence
contradictory. As described previously, the self is appraised as being both "good" and
"bad" concurrently, the same behaviour rejected and accepted concurrently. During the
pre-school period the ambivalent child develops an effective strategy in order to
enforce a degree of predictability in their inconsistent caregivers. The policy becomes
one of coercion (Crittenden, 1993 1994, 1995) with the child switching between
displays of exaggerated anger and coy and helplessness behaviours; both parties
become entrapped within a state of heightened of affect, both equally failing to
consider the perspective of the other. The inconsistency of the caregiver’s behaviour
coupled with the child perceiving and experiencing the self as essentially "incoherent"
(Crittenden, 1994) leads to a situation where it is difficult for the ambivalent child to
ascertain the motivations and intentions of the self or others. Indeed it has been
suggested that the ambivalent child is more at risk for developing multiple models due
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to the highly contradictory messages they receive from the caregiver, restricting the 
development of metacognition (Main, 1991; Crittenden, 1992a).
Finally, research focusing upon disparate styles of discourse between the child and 
caregiver is also considered pertinent, in that it appears that the quality of 
communication within the dyad can enhance the sophistication of the child's thinking. 
On this topic Bretherton (1996) argued that maternal communication is a key factor in 
the construction of the child's memories, highlighting the discrepant manner in which 
parents discuss the past, present and future (and additionally influences and shapes the 
structure of the child's IWM). Empirical studies have distinguished between narrative 
or elaborative style of discourse that integrates the intentions and feelings of the 
partners into the parent-child dialogue (Engel, 1986; Tessler, 1989; Fivush, 1994). In 
particular, Welch-Ross (1997) found that the frequency of elaborative statements was 
linked to theory of mind competence. Based upon the descriptions of the secure 
attachment relationship in the existing literature and elaborative/narrative style seems 
to capture the quality this attachment category. Conversely, the parent who discounts 
the child's interpretation of events (avoidant) or provides contradictory information 
(ambivalent) will, as described, be unlikely to encourage open communication and 
thoughtful appraisal.
9. Maternal sensitivitv and patterns of interaction.
In the following part of this chapter attention will be drawn to the empirical evidence 
supporting the previously discussed discrepant experiences of the three main 
attachment groups. In particular, in the search for antecedents of the three main
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attachment classifications, research has significantly focused upon the concept of 
maternal sensitivity to infant’s attachment behaviours and affective signals, 
coneentrating upon observable parental behaviours and the corresponding impact this 
has on the child. In this respect, in an exploration the parental interpretation of their 
infant's signals, Spieker and Booth (1988) found a clear association with attachment 
status in a high-risk sample. Mothers of avoidant infants tended to perceive their child's 
behaviour as demanding and intrusive, which led to discemibly lower levels of 
mutuality within the dyad. The theme of inconsistency once more emerged as a key 
feature of the behaviour of mothers of ambivalent infants; particularly notable were the 
mothers’ feelings of incompetence coupled with a lack of confidence in their 
caregiving role. Such a negative perception led to the internalisation of feelings of low 
self worth and depression, in contrast to mothers of avoidant infants, who were 
assessed as externalising their anger. In addition, it was noted that although the mothers 
of ambivalent infants appeared to have access to a range of caregiving strategies, they 
appeared unable to gauge when such behaviours were appropriate. Finally, both 
insecure groups viewed their overall circumstances negatively, whereas secure mothers 
had a more positive outlook, and expressed confidence in the external resources 
available.
It is important to note at this juncture that sensitivity is not merely a list of discrete 
behaviours, a certain number of observable incidents tallied up resulting in the parent 
being deemed to have passed an acceptable threshold. The construct of sensitivity 
encompasses the concept of appropriateness, describing actions that are contingent on 
the infant's signals (Ainsworth et al. 1978; Grossmann et al. 1988; Leyendecker et al. 
1997). Picking up and holding a baby is in itself not necessarily an indicator of
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sensitivity, thus a simple count of the number of times this behaviour is performed is 
not sufficient evidence. If, for example, the infant is busy and content playing with a 
toy, a mother who then disrupts or intrudes upon the activity, and insists upon physical 
contact is in fact displaying a lack of sensitivity to the requirements of her child. 
Grossmann and Grossmann (1991) illustrated this latter point in their observations of 
secure and insecure dyads during free play episodes. Whilst secure infants were playing 
happily, their mothers tended to remain distant, allowing the child to become absorbed 
in the task, and only interceded when the infant began to show signs of frustration 
and/or boredom. The reverse dynamic was apparent in the avoidant dyads, the mothers 
remained aloof when the infant signalled unhappiness, and, conversely, interfered 
when content. It appeared that such a pattern is likely to reinforce the belief that 
attention is only forthcoming when positive affect is displayed, whereas signals for 
assistance are liable to be ignored or rejected. Complementing this interpretation, 
Grossmann et al. (1988) reported that the mothers of avoidant infants appeared to have 
a need to portray an image of a "happy family" to the outside world, challenged by the 
child’s insecure attachment status. Similarly, it was noted that avoidant infants 
consistently used toys as a method of initiating contact, a strategy that deflects attention 
away from problems within the relationship (Grossmann and Grossmann, 1991; 
Crittenden, 1995). Finally, the actual tone of communication within the dyad further 
discriminated between the attachment groups; Grossmann et al. (1988) found that the 
secure mother and child vocalised in soft gentle voices, whereas loudness and stridency 
typified the avoidant relationship.
Similar findings to Ainsworth et al.'s original report on the role of sensitivity have been 
replicated and elaborated by a significant number of studies, for example Isabella
46
(1993) and Leyendecker et al. (1997). Both these latter studies involved a programme 
of extensive observations of the parent-child dyad at various points during the course 
of the infant’s first year (1,4 and 9 months, and 4, 8 and 12 months respectively). 
Consequently, a comprehensive body of material was collated to compare with 
attachment status as determined by the SSn at 12 months. Notably, an expressed aim of 
Isabella and Leyendecker et al. was to evaluate the hypothesis that mothers of avoidant 
infants were in fact over-stimulating, thus interacted with their offspring in highly non­
contingent manner. Supporting this proposal Isabella cited studies conducted by 
Isabella et al. (1989) and Isabella and Belsky (1991) that reported higher levels of 
communication and vocalization in the avoidant dyads. In addition, Lewis and Fiering 
(1989, cited in Isabella, 1993) found that mothers of avoidant infants were in fact more 
responsive to the infant’s affective expressions, with the conclusion that the defensive 
strategy deployed by the infant is premised upon the maternal input being experienced 
as overwhelming. Similarly, Leyendecker et al. discriminated between sensitive 
responsivity and responsivity, the latter referring to maternal behaviours that were not 
contingent on the infant's signals (a pattern of behaviour that Spieker and Booth, 1988, 
accorded to mothers of ambivalent children). It was hypothesised that secure mothers 
would achieve a balance between "not too much, not too little" (Leyendeeker et al.
1997), providing a secure base from which the infant could engage in self-initiated 
activity. Conversely, the insecure dyads would be typified by an imbalance, too much 
in the case of avoidant infants, and too little for the ambivalent infant. Thus, it was 
expected that avoidant dyads would be characterised by the highest levels of 
responsivity and intrusion, coupled with lower levels of proximity and contact, with the 
infants discemibly avoiding focusing upon the mother. For the ambivalent child low
levels of responsivity, lack of reciprocity and mutuality in attention and communication
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was predicted.
In both studies the strongest support was found for the predicted interactional style of 
the secure dyads, which were characterised by an intermediate level of responsivity, 
coupled with an accurate interpretation of the infant’s signals (Leyendecker et al.
1997). Similarly, Isabella reported that low levels of rejection and high levels of 
responsivity were features of the secure infants past histories. Notably, by the 9 month 
observation point, the overt behaviours associated with sensitive responsivity were 
significantly reduced. In order to account for this finding Isabella suggested that during 
the early period of the relationship, when the attachment bond is being established, 
more explicit reinforcing behaviours are necessary. However, when the interactional 
pattern has been established, and the infant has formed an expectation of consistent and 
appropriate responsivity, explicit reinforcement may no longer be required. In addition, 
it is also feasible that these observed alterations in maternal behaviour could be 
indicative of the previously noted ability of the parent of a secure child to recognise the 
infant's changing needs as they mature (Grossmann et al. 1988; George and Solomon, 
1989; Fagot et al. 1996).
As with Isabella (1993), Leyendecker et al. reported a failure to support the contention 
that mothers of avoidant infants were over-stimulating of their infants. Conversely, 
avoidant infants were observed to orientated their faces towards their mothers more 
frequently than secure or ambivalent infants, unlikely if the strategy was to defend 
against intrusive behaviour. This finding appears corresponds to Crittenden's (1995) 
conceptualisation of the avoidant child as a watchful observer, altering their behaviour 
to accommodate the caregiver. In addition, mothers of ambivalent infants displayed
48
consistently high levels of intrusive behaviours, particularly interfering and disrupting 
independent exploration. With a history of unpredictability, it was not surprising that 
these infants were vigilant in attending to changes in maternal expressions. This latter 
finding reversed Leyendecker et al.’s initial prediction that this group would be 
distinguished by a lack of congruency between maternal and infant behaviours, and in 
fact these dyads recorded the highest levels of vocal exchanges.
Finally, the transformation in the observed levels of rejection experienced by the 
insecure infants was thought provoking, and additionally illustrates the development of 
the inherent bias towards affect (ambivalent) and cognition (avoidant). Over the first 9 
months, a reduced volume of rejecting behaviours directed towards ambivalent infants 
was observed; in contrast, over the same time scale infants later classified as avoidant 
were faced with a steady rise of the same behaviour in response to their affective 
communication. This pattern was confirmed by a clear association between high levels 
of rejection at 9 months and avoidant behaviour during the reunion episodes of the SSn 
at 12 months. In respect to the reversal in the amounts of rejection and responsivity 
from 1 month to 9 months experienced by ambivalent infants, Isabella (1993) made an 
interesting point. He suggested this pattern reinforces the perception of the caregiver as 
unpredictable; furthermore the decrease in rejection in conjunction with improvements 
in responsivity may account for the infants continued efforts to elicit the caregiver's 
attention through intense affective displays. Even if the mothers of ambivalent infants 
were not as sensitive as their secure counterparts, these gradually improved levels of 
responsivity did suggest that caregiving would be forthcoming. However, ultimately 
there is a failure to provide the desired security and predictability, hence the feelings of 
negativity and anxiety remain elevated. Thus, due to the unpredictability the temporal
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order is disrupted, or cognition is perceived to be unreliable, whilst affect remains 
heightened. In contrast, the escalating levels of rejection encountered by the avoidant 
child create a different set of conditions. At 9 months, the infants’ greater competency 
and autonomy are likely to increase the potential for conflict and antagonism within the 
dyad, thus the infant who experiences rejection at this point has the capacity to inhibit 
the display of negative affect to reduce the risk. Hence, the child is faced with a 
consistent pattern of interaction and cognition is perceived to be reliable; alternatively, 
affect is repressed to counter the conscious experience of anxiety aroused by the overt 
dismissal of the child’s attachment needs.
10. Cross-cultural validation of attachment strategies.
Leyendecker et al.'s study provided useful confirmatory evidence of the applicability of
attachment theory and the classification process to different cultural groups. In this
respect, no observable differences in patterns of behaviour during the separation and
reunion episodes were evident in a comparison between a South American immigrant
population and a standard North American sample. It is suggested that this evidence is
important for all research premised upon an attachment perspective, as it indicates that
the identified strategies for interpersonal relationships that have been proposed do have
a psychological basis and are not merely a product of culture. However, it is important
to be aware of how discrete behaviours may have divergent meanings for diverse
cultural groups, which was the primaiy purpose of the study conducted by Mizuta et al.
(1996), that contrasted the interactional styles of Japanese and American dyads. It was
recognised that western culture emphasises separateness and independence as the
primary components that constitute a healthy sense of self; contrary to this
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understanding, Japanese culture values connectedness and oneness, captured by the 
concept of "amae" (Emde, 1986). As the term does not have a direct translation into 
English, Mizuta et al. offered a definition that is comprised of two elements, 
"indulgence and inter-dependency". Therefore this distinct representation of 
relationships manifests itself in high levels of passive and helpless behaviours, coupled 
with a strong desire for closeness and physical contact. It was suggested that amae 
behaviour on reunion, for example, the need for sustained contact, and overt demands 
on the mother by the child, i.e. insisting on being held, were plausibly known by the 
pair to be in a sense "immature". However, both parties are in collusion in order to 
ensure that the interactional style persists into the pre-school years, and derive 
considerable pleasure from this more intensive intimacy. In this respect the authors 
noted that based upon a western perspective, this co-ordination of behaviours within 
the dyad could be misconstrued as characteristic of an ambivalent attachment.
Overall, the results indicated that there were no observable differences in the Japanese 
and American children’s attachment strategies, complementing a similar finding 
reported by Grossmann et al. (1991) in an assessment of the observable behaviours of 
Japanese and German infants during the SSn. However, as expected, significant 
disparities emerged in relation to the construct of amae, which were linked to 
internalising problems only in the American sample. Moreover, during reunion, 
Japanese children initiated, at considerably higher levels of fi-equency, bids for 
proximity and contact; in turn their mothers responded with physical contact, such as 
touches, pats and stroking. Conversely, distal communication was the primaiy 
characteristic of the American children's strategies to ensure contact, typically sharing 
information as to their activities carried out during the parental absence. Based upon
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the criteria normally used to assess sensitivity, aspects of the Japanese mother's 
behaviour could have possibly been judged as insensitive. For example, Japanese 
mothers displayed lower levels of expressed affect, devoted minimal attention to pre­
separation preparation, engaged in guilt inducement to ensure compliance, and 
practised inconsistent discipline. However, Mizuta et al. argued that in the context of 
Japanese society these behaviours have distinct valence not reflected in Western 
culture. Direct communication is viewed as improper and impolite, therefore non­
verbal communication provides a means to impart information without requiring direct 
statements and expression. In turn, this belief system may have feasibly accounted for 
the lower levels of expressed encouragement, positive affect, and verbal direction on 
separation. Similarly, a strong deference to authority might have led the mothers to 
leave the room immediately when requested by the researcher, rather than taking time 
to orientate their child. Finally, Mizuta et al. posited that a representation of 
relationships that is premised upon a desire for closeness and connectedness is served 
well by a technique that uses guilt and anxiety as a control tool, as autonomy and 
independence are perceived as being inappropriate.
The results of these cross-cultural studies that emphasised the importance of 
scrutinising the underlying function of observable behaviours was deemed to be 
particularly relevant. As will be described in the methodology, a primary component 
of the research was an extensive observational period of the participants within a 
nursery setting. Therefore, drawing upon the note of caution sounded by Mizuta et al. 
in respect to the possible misinterpretation of the interactional style of the Japanese 
dyads, it was recognised that it is necessary to go beyond the observable, and focus 
upon the meaning of the behaviour. Thus within a nursery context it is eminently
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feasible to suppose that all children may at times exhibit helpless and incompetent 
behaviours when known to be proficient. However, in terms of analysing the 
observational material it is necessary to explore whether such discrete episodes form a 
consistent strategy, and how the dominant style functions to co-ordinate and shape 
interpersonal relationships.
11. Developmental consequences of insecure attachment. Empirical evidence.
A further body of research has investigated the extent to which the disparate levels of 
sensitivity experienced by the three attachment groups impacts upon future 
development. Once more, the findings of these studies that concentrate upon 
documenting the disparate outcomes associated with attachment status were also highly 
influential in the analysis of the observational material. It was predicted that the distinct 
identified patterns of behaviour would be observable with a nursery context. 
Furthermore, during the presentation of the empirical findings attention will be drawn 
to aspects of the results that were considered to be pertinent in terms of establishing an 
association between attachment status and the development of a theory of mind.
Focusing upon the secure base/exploration balance, Matas et al. (1978) argued that one 
of the principal developmental tasks faced by 12-18 month old infants is the emergence 
of the capacity to actively utilise the environment as a learning resource through 
exploration and play (Weiss, 1991). The mastery of these skills was seen to promote 
proficiency in problem solving and to foster a sense of self-efficacy and competence. 
The authors argued that with the secure child’s representation of the parent as a secure 
base, they would have a significant advantage in successfully co-ordinating the
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competing drives for security and autonomy. Thus the experience of sensitive and 
appropriate caregiving was perceived to be instrumental in creating the optimal 
conditions whereby the young child would feel confident to explore the environment 
and benefit from the associated learning opportunities that such activity heralds. 
Conversely, the insecure child who is by necessity required to monitor the caregiver's 
accessibility or, in particular, is subjected to intrusion and interference, is likely to be 
hampered by these restrictive practices.
To examine these issues, following attachment classification at 18 months, Matas et al. 
observed the participants during a free play session, followed by a clean up exercise 
and 2 problem solving tasks six months later. During the task sessions, the mothers 
were requested to allow their children to attempt the problem solving tasks alone, but 
were permitted to offer assistance when they considered it to be appropriate. Particular 
importance was attached to a variety of identified maternal behaviours that were 
considered to epitomise the concept of a secure base. For example, the quality of the 
assistance provided, the type of directions issued, the suggestions offered to facilitate 
understanding, coupled with the ability of the mother to afford her child the freedom to 
experiment with solutions.
The results indicated that distinct patterns of behaviour were in evidence, and, as 
predicted, secure mothers were able to provide sensitive, appropriate and contingent 
assistance; thus the secure base phenomena created a positive emotional climate within 
which the child felt confident in mastering new skills. In addition, the quality of 
assistance paralleled the child's need for self-mastery, offering assistance when 
necessary but also acknowledged the child’s need for autonomy. It appeared that a
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constructive approach had a positive impact on the secure child’s behaviour, as they 
were reported to be discemibly task orientated, ignored their mothers less, and were 
more likely to comply to maternal requests. However, Matas et al. noted that secure 
children were not submissive, particularly when they were requested to terminate their 
free play activities. Yet, when assistance was required, secure children welcomed 
maternal input, feasibly premised upon the expectation that the assistance would prove 
to be practical and useful. In contrast, insecure children were evaluated as being 
demonstrably more antagonistic and oppositional to their mothers; in addition it was 
reported that high levels of negative affect characterised these dyads.
In a later replication of this study, Frankel and Bates (1990) attempted to further 
specify which maternal interactional styles were associated with problem solving 
competency. As in the previous study, definite links were reported between maternal 
behaviour and the child's on-task engagement; secure attachment was consistently 
associated with high quality maternal support, and consequently the child was 
perceived to be task orientated, and low levels of expressed negative affect and 
hostility were reported. However, in this study there was less consistency in terms of 
the observable child behaviours, and significant differences between secure and 
insecure children in terms of compliance, ignoring requests, expressed annoyance, and 
crying were not established.
Several aspects of these research studies were considered to be particularly salient, 
notably the capacity of the parent to recognise the separate needs of the child, hence 
adapt their behaviour to appropriately stmcture the child's learning. It is suggested that 
such a predisposition exemplified by the parent of the secure child can be
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conceptualised as an acknowledgement of their child's intentional stance (Dennett, 
1978). In a sense, it appeared that the maternal behaviours described in the 
aforementioned studies indicate that the parent is cognisant of the child's thoughts, 
intentions and plans, thus created the conditions where by the child is sensitively 
guided towards achieving their goals. Plausibly, such an interactional history observed 
within an experimental framework is transferred to the dyads everyday activities, and 
informs the child's perception of relationships. In turn, the recorded conduct of the 
secure child (particularly in Matas et al.'s study) exemplifies a co-operative stance, and 
the predilection to incorporate alternate ideas and suggestions, illustrated by the 
participants' acceptance of the maternal input. In addition, this interpretation 
complements the previous discussion that characterised the IWM of the secure child as 
a flexible and dynamic system, enhanced by the elaborative discussion of the child's 
thoughts, feelings and memories within the parent-child dyad (Fivush, 1994; 
Bretherton, 1996). In contrast, the oppositional interactional patterns that were 
observed to typify the insecure dyads imply that the lines of communication were 
closed, both parties seemingly closed to integrating the other's perspective.
One limitation imposed upon the previous two studies due to the composition of the 
samples was the impossibility of discriminating between the two insecure categories. 
The extensive evidence presented thus far, (for example, Ainsworth et al. 1978; 
Isabella, 1993; Leyendecker et al. 1997), verifies the distinctive experiential histories of 
the avoidant and ambivalent child; it is clear that these two strategies are as different 
from each other as they are from the secure model. Specifically, it appears that 
intrusive maternal interference that has consistently been associated with ambivalent 
attachment has a deleterious impact upon overall functioning. In this respect, a similar
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study conducted by Fagot et al. (1996) investigated the maternal behaviours deemed to 
be representative of sensitivity and the predicted association with attachment status and 
problem-solving. The identified variables of maternal behaviour followed closely the 
constructs assessed in the previous studies, namely the degree of emotional support, 
on-task assistance and a measure of maternal disapproval. Equally, the child measures 
were directed at monitoring the length of time spent on and off task, levels of 
fimstration and competence, in conjunction with verbal and/or physical requests for 
help and clarifying information. Contrary to expectations. Fagot et al. reported that 
there were no differences in the volume of emotional support provided by the mothers 
to enhance task performance. However, when attention was focused upon the two 
insecure categories it was clear that the ambivalent child fared less well than their 
avoidant peers. For example, mothers of ambivalent children were perceivably more 
intrusive, ineffective and disapproving; in turn the ambivalent child monitored parental 
accessibility at a higher rate, exhibited task resistance, and experienced overt 
difficulties in following guidelines and completing the tasks (a similar pattern was 
reported by Crowell and Feldman, 1988,1989).
The lower levels of functioning and task performance associated with ambivalent 
attachment was further verified by Belsky et al. (1984) in a comparison of children's 
behaviour on a structured cognitive exercise and during a fi*ee play episode. The stated 
aim was to determine whether there was a discrepancy between the participant’s 
optimal functioning, termed their executive capacity, and the standard to which they 
normally performed during an unstructured fi*ee play episode. Significantly, ambivalent 
group was typified by a marked incongruency between their innate ability and the 
levels of proficiency in evidence when playing unsupervised, followed by avoidant and
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finally secure children. In summary, Belsky et al. suggested that the primary 
characteristics of the ambivalent attachment, i.e. heightened anxiety and vigilant 
monitoring of the caregiver, were significant factors in the impairment of current and 
future cognitive development. In contrast, the avoidant child is engaged in a strategy 
that detracts attention away fi’om problems within the relationship by using, for 
example, inanimate objects, toys and activities as a form of displacement (Grossmann 
and Grossmann, 1991). Similarly, citing Crittenden (1992b), Fagot et al. concurred 
with the conclusion that the avoidant strategy does not impede cognitive development 
to the same extent. However, it is proposed that as the interactional style of the 
avoidant child is in essence a defensive process, rather than engendered by a sense of 
self-competency founded upon a secure base, their performance does not reach the 
same level as that of a secure child. In addition, these findings can be interpreted as 
support for the predicted sliding scale of false belief test performance, replicating the 
pattern identified by Belsky et al. (1984).
In addition, the context was considered to be potential contributory factor that could 
account for the reported similarity of performance demonstrated by the avoidant and 
secure children when engaged upon cognitive exercises, which is not confirmed by the 
distinctive strategies recorded during the SSn. Throughout the course of this 
attachment procedure the whole focus is upon the relationship, illuminating the infant’s 
expectations of the parant’s responsiveness to their affective communication. In this 
respect indications of avoidance are highly informative, accurately reflecting the 
absence of intimacy and support, with both parties experiencing discomfort when faced 
with attachment issues. In contrast, collaborating on a cognitive task is a relatively low 
stress situation, and the activity itself can be conceptualised as a strategy that deflects
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attention away from the inherent difficulties in the relationship. Similarly, Grossmann 
et al. (1988) and Spieker and Booth (1988) noted that mothers of avoidant children 
tend to present an image of a trouble free, happy relationship, or an idealised version of 
reality. Perhaps, when freed from the pressure to react and respond to the infant’s 
attachment needs within the SSn scenario, a joint cognitive problem solving task may 
offer these parents with the opportunity to portray this "perfect" image.
a. Entering the social world: Peer relationships and the attachment relationship.
It is proposed that the research evidence to be presented highlights the propensity of the 
secure child to form positive peer relationships and offers these children the 
opportunity to encounter alternative perspectives. Furthermore, it appears that the 
secure child establishes relationships that are founded upon mutuality and reciprocity, 
which suggests an openness to alternate viewpoints. Hence secure attachment can be 
conceptualised as fostering a mentalistic understanding of behaviour in terms of intra 
and interpersonal processes. Thus the IWM can be conceptualised as a double edged 
sword; on one hand providing a prototype for future relationships, rendering 
unnecessary the constant reappraisal of each new encounter. However, the original 
representation may restrict the integration of new, contradictory information that, 
especially for the insecure child, could ultimately prove to be beneficial. The IWM of 
the secure and insecure child governs the aspects of the environment that are attended 
to, and whether information is deemed relevant, consequently appraised and processed 
(Bowlby, 1969; Belsky et al. 1996). In turn this assessment of self and others leads to 
differing styles of interaction, tending to reinforce and perpetuate the original set of 
attitudes and expectations drawn form the attachment relationship (Belsky et al. 1991;
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Cassidy et al. 1996).
Research evidence seems to reflect Bowlby’s (1973) appraisal of the insecure response 
to the social world as “...shrinking firom it or doing battle with it” (p 208). The 
avoidant child’s experience of the parent child relationship leads to a combination of 
defensiveness, over-control of affect and emotional detachment. Two pathways have 
been proposed for the avoidant child; firstly the displacement of negative affect and the 
expectation of rejection have been linked to hostility and dismissive behaviours 
directed towards peers (Cassidy and Kobak, 1988). Alternatively, avoidant attachment 
has also been associated with social withdrawal and isolation (Easterbrooks and 
Goldberg, 1990; Moss et al. 1996). Conversely, ambivalent attachment leads to a 
preoccupation with the parent, the net result of an inconsistent, unresponsive and 
intrusive caregiving history. Correspondingly, this attachment pattern has been linked 
to passivity, victimisation , negativity and internalising problems (Troy and Sroufe, 
1987). However, it is anticipated that the angry side of the ambivalent strategy 
(Ainsworth et al. 1978; Crittenden, 1995), could equally materialise into aggressive and 
coercive behaviours that are aimed at imposing the self on a given situation (Arend et 
al. 1979; Moss et al. 1996).
In contrast, the secure child has experience of sensitive and responsive caregiving that
fosters a positive appraisal of the self and a complementary constructive orientation
towards others (Bowlby, 1973, 1988; Waters and Sroufe, 1983; LaFrenaire and Sroufe,
1985; Cassidy, 1990; Cohn et al. 1991; Pettit et al. 1991; Turner, 1991; Cassidy et al.
1996; Freitag et al. 1996). In addition, mothers of secure children were further seen to
increase the scope of their children’s social world by organising social events, hence
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expanding the opportunities to develop social skills (Liebermann, 1977; Cohn et al. 
1991). In turn, greater involvement in the social milieu and higher levels of play with 
parents have been linked to the ability to accurately read a partners affective 
expression, the hallmark of a popular child (Parke et al. 1989). Peer relationships and 
play are considered to be an important facet of psycho-social development (Cohn et al.
1991), facilitating exploration, problem solving and creativity (Alessandri, 1991,
1992). The empirical work that has focused upon the impact of attachment on future 
relationships has often been conducted in laboratory settings involving the study child 
interacting with the mother and a peer. Several key themes have emerged from these 
studies, again focusing attention upon the distinct manner in which the three 
attachment groups interpret social events and respond to others.
Overall the secure child has been found to engage in relationships that are founded
upon mutuality, harmony, positive social engagement and were less controlling
(Liebermann, 1977; Pastor, 1981; Park and Waters, 1989; Pettit, 1991; Turner et al.
1991; Youngbalde and Belsky, 1992; Cassidy et al. 1996; Rose-Krasnor, 1996).
Furthermore, in Pastor’s (1981) early study it was reported that the secure child
initiated contact with the avoidant child through the offer of toys whereas the
relationship with the ambivalent child was more sociable. These findings can be
interpreted as evidence of the secure child’s capacity to “read” their partners accurately
and tune into their preferred style. In addition, both avoidant and secure children were
seen as being more positive towards their mothers during the session, with high levels
of negativity once more associated with ambivalent attachment. Possibly, the positive
orientation demonstrated by the avoidant child could be explained by the cognisance
that negativity is reliably countered with rejection, therefore false positive affect is
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displayed in the presence of the caregiver. Conversely, the ambivalent child was 
observed to be preoccupied with the relationship, and consistently remained closer to, 
and monitored the parent to a greater extent than the secure child. The opposite pattern 
was exemplified by the avoidant participants, who were visibly more comfortable with 
distance and sustained a focus upon toys and activities.
Gender differences were also seen to discriminate between the observable behaviours 
of insecure children with their peers. Turner et al. (1991) reported that insecure boys 
displayed an interactional style that was akin to externalising behaviours, using 
aggression, controlling, resistance to others’ suggestions, threats, malicious teasing, 
disruption and attempts to exclude others as the main characteristic of this group. The 
description appears to suggest an overriding aim to impose their will on others; anger 
was matched with anger, and subsequently their actions drew a synonymous negative 
response. In contrast, insecure girls exhibited a more submissive, compliant and 
dependent strategy, exemplified by frequent prosocial overtures and high levels of 
positive affect, possibly in an attempt to deflect negativity and were described as 
“leaders rather than followers”. Comparatively, the secure children exhibited a balance 
between assertiveness and compliance, unlike the more extreme patterns revealed by 
their insecure counterparts.
The “social history” (Gauvain and DeMent, 1991) of the parent and the child continues
to reverberate in the child’s peer relationships and, as vdth studies focusing upon
sensitivity, appear to highlight the particular difficulties faced by insecure children.
Studies that have focused upon the parental management of the child in social
situations found that the adult’s behaviour was a key factor in differentiating between
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secure and insecure children (Booth et al. 1991), and similar interactions from a non 
attachment study were linked to peer competency (Pettit et al. 1991). The differing 
styles recorded by the parents of secure and insecure children are seen to be relevant as 
they appear to offer distinct models of relationship, and, for the secure child, encourage 
the child to think about alternative perspectives. The strategies of the insecure parent 
encompassed coercion, intrusion, enforcing rules and negativity; conversely, the secure 
parent was seen to encourage reflection through asking questions, making suggestions 
and offering explanations (Booth et al. 1991; Meins, 1997). The former strategy 
appears to represent an imposition of the adult’s perspective on the child and a failure 
to recognise the child’s developing capability. Importantly, intrusion and the restriction 
of the child’s independent exploration is most commonly associated with ambivalent 
attachment ( Crowell and Fledman, 1988,1989; Crittenden, 1992b; Cassidy and Berlin, 
1994; Fagot et al. 1996). Hence the child is likely to learn that coercion and a failure to 
consider alternate viewpoints is the best strategy to achieve social goals (Bryant, 1989; 
Belsky et al. 1991). In contrast it seems reasonable that the latter description imbues 
within the secure child a model of co-operation and success through joint venture, an 
attitude that could impact upon their general understanding of others.
b. The importance of pretend play.
Differences between the symbolic pretend play of the three attachment groups has been 
commented upon by the aforementioned research studies. On this subject, Matas et al. 
(1978) reported that secure children became immersed in pretend play more frequently 
than their insecure counterparts. Sroufe (1988) citing evidence collected by Rosenburg 
(1984) as part of the Minnesota Pre-school Project, noted how the play of avoidant
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children tended to be devoid of characters and people. The secure child, on the other 
hand, focused upon people, with resolutions of any conflict, and imagined "happy 
endings" in comparison the greater amounts of conflict exhibited by insecure children. 
Specifically, as will be discussed in chapter two, pretend play has been envisaged as an 
important arena in which the apprentice mind reader develops critical skills. 
Importantly, pretend play is characterised by the formation of disparate representations 
of reality, a faculty that is seen to underlie the later more complex understanding of 
false belief. Therefore, it seems reasonable to presume that the identified differences in 
the engagement and elaboration of such an activity would be associated with the 
development of a theory of mind.
Based upon Belsky et al.’s (1984) research that illustrated the capacity of the secure 
child to perform closest to their optimal levels in free play, Slade (1987) applied this 
conceptualisation to an investigation of differences in children's engagement in 
symbolic play. Following an earlier classification of attachment, the participants, aged 
20-28 months, were observed interacting with their parent. Certain features of the 
child's play were identified as being particularly salient, including the number of 
symbolic play episodes, their duration and complexity, i.e. from simple pretend eating 
and drinking, for example, to planned pretend sequences. The maternal role and 
interactional style were additionally recorded, for example, assessing the extent to 
which the parent was purposefully involved. Unlike Matas et al. (1978) the number of 
actual pretend episodes did not vary across the insecure and secure dyads, rather the 
main distinguishing factors that emerged were the differences in the length, and 
complexity of play when interacting with the mother. This latter finding was proposed 
by Slade (1987) to confirm the secure child's propensity to actively explore the
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environment. Freed from anxieties surrounding the attachment relationship, the result 
was a higher quality of play, premised upon themes and ideas, which were explored 
and expanded upon by both partners.
The ability to maximise the potential of the material resources in elaborate ways, 
reflects Alessandri's (1991) finding that maltreated children (who are more likely to be 
insecurely attached, Crittenden, (1988) were disposed to enact functional activities, 
imitate domestic chores and act out scenes of punishment. In contrast, non-maltreated 
children were reported to incorporate fantasy figures and take on diverse roles, similar 
to secure children who appeared more capable of extending their play on to a more 
abstract and representational level (Slade, 1987). Utilising resources within the 
environment does not just refer to inanimate aspects of the surroundings, but also the 
inclination to draw upon the expertise of parents constructively. Whilst playing with 
their mothers, secure children's level of functioning was enhanced, utilising effectively 
their parent's skills and suggestions to increase their own. As there was no difference in 
the amount of solitary symbolic play, Slade suggested that the secure base phenomenon 
in this case was founded upon the parents’ actual involvement. Thus the secure child’s 
ability to feel comfortable entering into other worlds with a partner, provides the child 
with the opportunity to compare and contrast divergent realities through these 
interactions Hobson, 1994; Mayes and Cohen, 1996). Such findings tie in with the 
previously identified scaffolding or tutoring role exhibited by secure parents (Meins, 
1997), feasibly a relevant process at work in the context of pretend play. Confirming 
the results of the previous study. Meins and Russell (1997) found that the elaboration 
of the secure child's symbolic play was also exhibited when interacting with an 
experimenter. As with Slade (1987) it was clear that secure children were able to
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incorporate the ideas and suggestions of the adult, hence extending the pretend episode.
Therefore, it appears that the amount of pretend play does not vary dependent upon 
attachment status; rather, it is the inclination to benefit from environmental resources, 
including available adults, which is the hallmark of the secure child. However, there is 
an marked incongruity beween the above results with those reported by Belsky et al. 
(1984) In this latter study the authors reported that the secure child benefitted the least 
from adult intervention as they were spontaneously performing close to their executive 
capacity. The latter studies offer an alternative model, with secure children's 
functioning lifted by adult interaction compared to their insecure counteiparts. In 
addressing this point. Meins and Russell (1997) suggested that this anomaly was 
plausibly due to the younger age of the children in the Belsky et al.’s study. At 12-18 
months pretend play is only beginning to emerge; thus, no matter how secure a child is, 
or how able they are to engage with an adult, if they do not possess the cognitive 
apparatus to fully engage in pretence, no change in their play behaviour would be 
evident.
12. Summarv
The evidence reviewed highlights some of the major components of the theoretical
model of the thesis. Affect has been established as the primary form of communication
during infancy, underlining the critical importance of the parental capacity to accurately
mirror and acknowledge the child’s internal world. Furthermore, and related to this
latter point, the access secure, avoidant and ambivalent children have to affective and
cognitive information (and the implications this has for the memory systems) is
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interpreted as critical for the present thesis. In addition, empirical evidence establishes 
the unique experiences of secure, avoidant and ambivalent children, in terms of 
maternal sensitivity and various developmental outcomes. It is proposed that the 
evidence does indicate that attachment theory is relevant in terms of our understanding 
of the changes in cognitive development during the pre-school period. Importantly the 
review highlights the additional need to investigate each attachment group as a separate 
entity in terms of the predicted association between attachment and theory of mind 
development.
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CHAPTER TWO 
Children’s understanding of the mind: 
The cognitive approach
1. Introduction.
“In our every day thinking we commonly explain what people do by appeal to their 
hopes, plans, beliefs, fears, and aspirations. The phrase belief-desire reasoning provides 
a rough and abbreviated description for the elaborated framework that underlines such 
everyday psychological explanations. Since this common sense framework posits 
mental causes for our actions, belief desire reasoning rests upon a naïve mentalism, and 
hence is central to our common sense understanding of the mind.” (Wellman, 1990, p 
98)
As described in chapter one, the theoretical model of this thesis proposes that a theory 
of mind develops within the inteipersonal relationship of the caregiver-infant. In 
contrast, the cognitive approach offers a radically different account as to how children 
come to understand the self and others, from which predictions of human behaviour 
can be made. Traditional research exploring the evolution of a more sophisticated form 
of reasoning has concentrated upon the measurement of and investigation into when 
children can be attributed with a theory of mind. In this respect, there is little 
consideration of the diverse relationships children experience with their caregivers, 
thus the transformation of cognitive capacity is conceptualised instead as a universally 
occurring phenomenon.
This chapter explores the traditional theory and methods used to chart the development
of “mind reading” during the pre-school period that provides a disparate
conceptualisation of the subject under consideration. A definition of a theory of mind
will be presented with and an introduction to the two main inter-linked constructs of
beliefs and desires. The standard tool developed to measure the changes in pre­
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schoolers' developing cognitive capacity, the false belief test, is assessed, offering 
empirical evidence that there is indeed a discernible shift towards a representational 
understanding of the mind. A brief a review of the amendments to the false belief test 
protocol will be presented, and the ensuing debate as to when young children can 
justifiably be accredited with a comprehension of the representational nature of beliefs; 
a controversy that has, to a certain extent, dominated research. Following this the focus 
turns to the theoretical explanations that have emerged, specifically the role of pretend 
play and the theory-theory approach. Finally, and critically relevant to the overall 
thesis, the importance of social processes and family relationships in the fostering of a 
theory of mind is reviewed, a position that clearly has stronger links with an attachment 
perspective.
2. What is a theorv of mind?
Consider the following sequence of events:
An alarm clock goes off, Joshua awakes, yawns and turns off the alarm as he gets out 
of bed. After washing, dressing and eating breakfast, Joshua leaves the house earlier 
than usual, and walks to the tube station. Following a cramped and uncomfortable 
journey on the train, he alights and walks towards an office building. Once inside he 
sits down at a desk and turns on the computer, and commences to focus upon his 
proscribed duties.
This scenario is brief and commonplace, yet there are a variety of ways in which we 
could explain or interpret the behaviour. Firstly, there is the assumption that there is
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some purpose to the actions, an intention, that they are not random or involuntary. 
Equally, we can conceive of Joshua’s attitude towards the situation, for example, a 
wish to stay in bed, and a real dislike of alarm clocks. Intrinsically linked to these 
desires are his beliefs; for example, Joshua thinks that going to work early will ensure a 
promotion and an increased wage. Possibly Joshua is incorrect to assume that his 
employer would be impressed by his early arrival, and thus will not increase his 
standing and secure the hoped for promotion. However, this mistaken perception will 
ensure that he will bother to get out of bed when the alarm clock rings.
A multiplicity of alternatives are feasible to interpret the above sequence, and such a 
process of attributing mental states to others as a way of explaining action is so 
commonplace that it appears automatic and spontaneous. Thus it is difficult to 
conceptualise human behaviour without making reference to mental states such as 
thoughts, dreams, aspirations, opinions, knowledge, wants and beliefs. In turn, without 
the capacity to make inferences regarding these unseen constructs it would reduce our 
perception of behaviour that did not conform to a strict and uniform temporal order to 
meaningless and, possibly, chaotic actions. As humans we operate within a framework 
of understanding ourselves and others as thinking beings, equipped with a subjective 
and unobservable internal mental world. This understanding informs and guides us in 
our relationships and interactions. In the briefest of encounters with other people we 
automatically assume that we are dealing with an individual who has thoughts, feelings 
and a variety of motivations, and there is a presupposition that we will be accorded the 
same respect.
When this breaks down, (and most people have some experience of dealing with
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someone who appears oblivious to the perspectives and opinions of others), it can give 
rise to resentment. This type of behaviour is often viewed as socially unacceptable, and 
serves to create severe restrictions in the formation and maintenance of relationships. In 
the same vein, there is a need, with varying degrees, for predictability and order. Hence 
when faced with an individual who behaves erratically and without apparent 
consistency this can be perceived and experienced as disorientating. For example, 
people’s behaviour on a train carriage when joined by an individual acting strangely, 
talking out loud, perhaps with a dishevelled appearance, visibly alters. Even with the 
customary British tendency to pretend nothing unusual has occurred, there will be clear 
indications that this individual's presence causes unease. People may move away, 
change seats, or choose to stand rather than remaining in close proximity. There is an 
atmosphere of watchfulness coupled with careful monitoring, based upon an awareness 
that the usual consensus of what constitutes appropriate behaviour no longer applies. 
On the person's departure, although nothing may be said openly, there is a collective 
sense of relief, as the rules governing social norms have once more been established. 
Furthermore, there is an additional recognition (albeit at times grudgingly) that there 
are a diversity of ways in which individuals interpret events. Opinions and perceptions 
can and do vary, and there are times when we may misconstrue the motivations of 
others, which necessitates the alteration of our original perception to more accurately 
reflect the real state of affairs.
The previous general description encompasses the main features of what is termed a 
common sense or folk psychological understanding, which forms the foundation from 
which we attempt to explain and predict the behaviour of others (Olson et al. 1988; 
Pemer, 1988, 1995; Wellman, 1988, 1990; Astington and Gopnik, 1991a; Whiten and
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Pemer, 1991; Mitchell, 1997). The myriad of mental constmcts that can be drawn upon 
from this common sense understanding can, for the sake of simplicity, be synthesised 
into two distinct, but causally related categories, desires and beliefs.
Desires encompass both positive and negative attitudes towards objects or events, such 
as wants, hopes, likes and dislikes (Wellman, 1990). Based upon Searle's (1983; cited 
in Johnson, 1988) assessment of intentionality, desires fall under the framework of a 
mind to world directional fit. This refers to the fact that desires emanate from the 
individual with the intention of securing a certain outcome, altering the state of affairs 
or reality to this means. For example, feeling hungry and wanting something sweet, 
will motivate a person to leave the house and find the nearest comer shop to buy a 
chocolate bar to satisfy the craving. Conversely, beliefs, incorporating an individual’s 
perspective, thoughts and knowledge, operate under a reverse dynamic of a world to 
mind directional fit. This captures how beliefs are created on the basis of how an 
individual perceives (or represents) extemal reality, and, cmcially, does not represent a 
direct copy of objective reality. Hence an individual may misrepresent or inaccurately 
interpret events or mistakenly perceive an object. Thus the belief that chocolate bars 
can be found in comer shops is premised upon the confirmation of this fact on various 
occasions. However the reality of the situation, that the particular shop may not sell the 
desired item, is irrelevant, what underlies the action is the belief that this is where 
chocolate can easily be purchased.
Both desires and beliefs are distinctive in that they encompass an intrinsic 
intentionality, they are "about” an object, person or event, and thus can be termed 
prepositional attitudes. For example, the phrase "John thinks Jill is funny" and "Mary
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would like a coffee" illustrates how these mental states are directed towards a specific 
proposition or content (that Jill is funny or Mary is thirsty) (Wellman, 1990; Whiten 
and Pemer, 1991). As mental states are interpretations of reality, rather than a direct 
mirror of the state of the world; they have a unique logical form, termed logical or 
referential opacity. The following example provided by Wellman (1990) illustrates this 
feature. The statement "the Premier of China has died" has an effect on related 
statements. Thus if Deng Xiaoping is the premier of China, it logically follows that the 
statement "Deng is dead" is tme, but logically false to assert "Deng is alive and well”. 
However, these mles do not apply to mental states due to their opaque nature; thus 
from the statement "X believes the premier of China has died" it does not follow that 
"X knows that Deng is dead". As Whiten and Pemer (1991) comment, mental states are 
"selective". It is this opaque quality that enables individuals to contemplate and 
consider one's own or other's mental states even if they are inaccurate 
misrepresentations of reality (Wellman, 1990).
Desires and beliefs share additional features; both can be described as recursive, each 
gives rise to other beliefs and desires. A simple action can be explained in various ways 
(referring to the desires and beliefs of the person) to provide a more elaborate 
understanding of behaviour. Furthermore, although desires and beliefs are personal and 
subjective, they are inherently directed towards the extemal world, from which overt 
and observable behaviours are predicted and explained. Therefore, in the process of 
interpreting any given behaviour, we normally refer to beliefs to explain action. When 
and how this understanding of the world develops has been the focus of vigorous 
research primarily in the domain of cognitive psychology in an attempt to determine
when children can be accredited with sharing this vision of human behaviour.
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Empirical evidence suggests that this capacity is not innate at birth, but rather emerges 
during the pre-school years. Prior to this period young children are considered to be 
operating on a different or more simplistic level of cognitive functioning, and do no 
conceive of the representational nature of the mind (Pemer, 1988,1995).
3. False belief: Measuring representational skills.
The quest to answer the question as to when children develop a "theory of mind" led to 
the search for a method to measure the proposed transformation in the complexity of 
cognitive reasoning. Fundamentally, it was necessary to provide, as far as possible, 
conclusive evidence that the child infers the mental state of the individual to explain 
behaviour rather than relying upon observable actions or presume a shared 
understanding. In this respect, attention was focused on the recognition of false beliefs; 
it was argued that only when a child can predict the actions of an individual based upon 
their false belief, when the child is cognisant of the accurate facts, can they legitimately 
be attributed with a theory of mind (Astington and Gopnik, 1991a).
" it would be difficult to explain how a false belief is formed and why it leads its
holder to look in the wrong place without going into a "representational theory" of how 
the mind works. In the case of false belief, information (or misinformation) about the 
world creates something (a representation) in the mind which govems the person's 
actions in the real world. And it does so regardless of whether or not it is an accurate 
reflection of the world, because it functions as a representation of the world." (Pemer et 
al. 1994, p 1229).
The original standard false belief test was devised by Wimmer and Pemer (1983), 
comprised of a story acted out with toy figures, the premise being a character’s 
mistaken belief as to the whereabouts of some chocolate. The story is presented with
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Maxi placing a chocolate bar in a green drawer in the kitchen to eat on his return. In his 
absence, and importantly unknown to Maxi, the chocolate is moved to another 
location, a blue drawer. Following this presentation, the participants were required to 
predict where Maxi would search for the item on his return. In the original format only 
children aged five years old and above correctly stated that the character would 
mistakenly search in the green drawer based upon his inaccurate belief. It was 
suggested that these results amply demonstrated the ability to infer the character’s 
representation of the world that was in direct conflict with their own, and recognise 
how beliefs about a situation will cause behaviour, even if the net result does not 
coincide with the desire. Prior to this age the younger participants assumed that Maxi 
shared their knowledge, and failed to acknowledge how beliefs are formed, i.e. the 
world to mind fit; instead the younger child assumed that Maxi would have access to 
information as to the true location of the chocolate bar, although he was not present at 
the switch over.
In a later study Pemer et al. (1987) attempted to determine why the younger
participants failed to acknowledge the false belief of the story character. The research
focused upon an investigation of possible altemative explanations to account for the
error, scmtinising the test protocol as a potential source of the difficulty. Three aspects
of the protocol were subjected to alterations; firstly, it was considered feasible that the
younger subjects may have not realised that Maxi knew the original location. To
counter this an additional memory question was inserted to ensure the participants were
aware of the key facts. Secondly, it was envisaged that younger children may have
inaccurately reasoned that Maxi did not expect the chocolate bar to remain in the initial
location. Thus in order to address this potential misunderstanding, in a revised version
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it was explicitly stated that Maxi expected the item to remain in place. Thirdly, Pemer 
et al. (1987) suggested it was feasible that younger children were perfectly aware of the 
character’s false belief, but erroneously assumed that the prediction question was 
asking them to state where Maxi should actually look. Finally, the authors hypothesised 
that it was possible that the older children were only able to correctly answer the 
critical false belief question by associating the character with the first location, rather 
than inferring his false belief. Therefore, this aspect of the task was additionally altered, 
with Maxi requesting an additional character to move the chocolate, which he failed to 
do; the aim was to ensure that older subject's cognitive capacity was not being 
overestimated.
Pemer et al. (1987) presented a combination of these revised stories to three disparate 
age groups, 3-3.5 years, 3.5-4 years and 4-4.5 years. The findings confirmed that even 
after these comprehensive amendments to the protocol, there was no indication of an 
improvement in the under fours' ability to accurately recognise the false belief of the 
character. In addition, 5 year olds were not erroneously accredited with false belief 
understanding, as when the location-character connection was abandoned, this age 
group’s success rate did not deteriorate.
As a further measure to ensure that 3 year olds were not being underestimated, Pemer 
et al. devised an altemative methodology that would provide the participants with the 
experience of holding a false belief, immediately prior to predicting a peer’s behaviour 
founded upon the identical misrepresentation. For this purpose, the child was shown a 
familiar Smartie box, and asked what they thought was inside, to which the accurate 
response of “smarties” was provided. Following this, the tme contents of container
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were revealed, in this case a pencil, and having seen this, the object was replaced. The 
standard questions included the child being required to recall their own false belief, i.e. 
what they had thought was within the container, followed by the other attribution of 
false belief, i.e. what a friend would think was inside. A similar pattern was established 
as the results indicated that even after the exposure to their own false belief, this did 
not improve the success rate on the question concerning the attribution of false belief to 
another for the younger group.
In conclusion the authors posited that this failure to impute false beliefs by children 
below 4 years old was tantamount to a “conceptual deficit”. Correspondingly, it was 
suggested that success on this type of task after this age indicated a radical shift in 
cognitive development, and the emergence of meta-representational reasoning. 
Accordingly, the inherent difficulty of the 3 year old lies with their misconception of 
beliefs as being merely copies of reality, hence they do not conceive of themselves or 
others as having an altemative perspective or representation of an object or event. 
However, Pemer (1995) does not suggest that younger children are incapable of 
envisioning contrasting versions of reality, as evidenced by the production of fantasy 
worlds in pretend play (Leslie, 1987,1988). The unique feature of the false belief test is 
the existence of contrasting tmths, for example, the child’s awareness of the tme 
contents of the Smartie box, in comparison to a peer’s knowledge. Conversely, in the 
context of pretend play it is presumed that all parties are cognisant of the tme state of 
affairs; thus a young child pretending a block of wood is a car, assumes that all 
observers of this situation would not be mistaken as to the real identity of the item.
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4. Underestimating or overestimating children’s capacity: Controversy surrounding the 
testing of false belief understanding.
Even with these revisions to the false belief task there has been considerable debate as 
to whether the nature of the test could conceivably be misconstruing the younger 
child’s level of understanding, characterised by Chandler et al. (1989) as the “boosters” 
in opposition to the “scoffers.” This continued controversy and the focus on the 
protocol is not a primary concern of the present thesis, therefore the review will present 
a resume of the alternate methodologies that reveal an earlier understanding of false 
belief rather than an detailed examination of the issues. However, the debate does have 
implications for the thesis, firstly because the development of appropriate experiments 
does enable the study of the emergence of a theory of mind and establishes that during 
the pre-school period there is a change in the sophistication of the child’s thinking. 
Secondly, the concentration of research on the question as to “when” children can be 
accredited with a comprehension of the representational nature of the mind within an 
experimental framework underlines the discrepancy between an attachment perspective 
and the traditional approach to the subject. In many ways the discussion is reminiscent 
of the criticisms directed towards Piagetian tasks, with Donaldson (1978) arguing that 
the procedures designed to chart cognitive development had little relevancy or meaning 
for the child; in a sense highlighting children’s weaknesses rather than exploring their 
strengths.
Bartsch and Wellman (1989) focused upon the requirement of predicting the actor's
behaviour based upon their mistaken belief. The authors’ reasoned it was this element
that the younger child found particularly challenging, primarily because the prediction
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of an action necessitates contrasting the behaviour that will satisfy the desire, such as 
finding the chocolate bar, and the (mistaken) belief as to the object's location. In 
contrast, Bartsch and Wellman argued that during the process of explaining, rather than 
predicting, behaviour the actual action under consideration has already taken place, and 
thus the child is consciously aware that the desire has not been satisfied. Under these 
conditions the only plausible explanation for the behaviour must rest upon the 
character’s belief about the situation. Similarly, Dunn et al. (1991a) commented that in 
children's everyday lives they will probably have far more experience of, and 
participate in, conversations requiring an explanation of behaviour founded upon an 
individual's beliefs, rather than simply being requested to engage in a straightforward 
prediction. The results supported the hypothesis as 75% of 3 year olds failed the 
prediction task, but 71% of the same children mentioned the puppet's false belief in 
order to explain the behaviour. A further issue raised by Mitchell and Lacochee (1991) 
was the fragility of the initial false belief that is immediately overwhelmed by the 
concrete evidence of the pencils in the Smartie tube in the Pemer et al. (1987) test. In 
order to ensure the false belief was given equal weight in the mind of the child the 
participants were required to post a picture of the sweets into a “post box” at the point 
they were required to state what they thought was inside the Smartie container. With 
this novel amendment Mitchell and Lacochee reported that 63% of their sample of 3-4 
years accurately recalled their false belief in comparison to 23% in the standard format.
The effect of the language used for the false belief question has been scmtinised by a 
number of researchers with the suggestion that it is a failure to accurately interpreted 
the question or the story plot that accounts for the younger child’s poorer performance. 
For example, Lewis and Osborne (1989) proposed that in its original form the time
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reference in the false belief question was not clear. Thus it was not made explicit to the 
participants that they were being asked to state what another person would think was 
inside the container prior to the true contents being revealed. The two revised questions 
developed as a comparison to the original remit inserted the temporal prepositions of 
either “when” or “before”. (For example, “what did you think was in the box when the 
top was still on” or “what did you think was in the box before I took the top off,” 
repeated in turn for the "other" attribution question). The results indicated that altering 
the question with a specific temporal reference did in fact improve test performance; 
however, the improvement only occurred within the “before” control, contrary to the 
authors’ hypothesis, with  a pass rate of 69% and 65% respectively for self and other 
false belief attribution.
Comparable results were reported by Siegal and Beattie (1991) whose research was
premised upon the supposition that younger children are indeed capable of inferring the
false belief of the character Maxi (Wimmer and Pemer, 1983). However, they
inaccurately assess the story to be concemed with Maxi finally locating the chocolate,
adding this input to the story line. Therefore, when presented with a scenario of, for
example; “Sam wants to find his puppy, Sam’s puppy is really in the garage, Sam
thinks it is under the porch. Where will Sam look for the puppy?”, younger children
interpret the critical question as “Where will Sam go to find his puppy?” The authors
noted that although older children accurately interpret the false belief question as
referring to where will Sam look first of all, the younger child may not contemplate this
time reference in the same way. They could logically assume they are being asked to
suggest where the character will look at any time in the future (Mitchell, 1997).
Therefore when the question was altered to read “Where will Sam go to look first of
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all” 70% of 3 to 4 year olds accurately stated that the character would look in the 
wrong location based upon his false belief of the situation.
Similarly, the child’s ability to follow the stoiy plot as it unfolds was earmarked as a 
potential culprit, as Chandler et al. (1989) stated:
“ .that subjects are required to begin by first successfully processing a lengthy
narrative about the comings and goings of a hypothetical story character. The fact that 
subjects usually pass various memory checks does not change the fact that their 
difficulty in grasping the false beliefs arising form various convolutions in these story 
plots may well stem from more topic maintenance problems.” (p. 1266)
In this respect Lewis et al. (1994) developed a storybook to present the relevant details 
to participants; importantly, this design afforded the opportunity to re-read the story, 
hence encouraging the active participation of the child, and emphasise the most salient 
features in the text. The results indicated that with this methodology a clear link was 
found between the ability to understand the story and successful prediction of the 
character’s actions that was not dependent on the age of the child. Therefore a 3 year 
old with a full comprehension of the plot was as able as an older child to impute the 
false belief. The authors concluded that it was a failure to comprehend the story, rather 
than the inability to grasp the concept of belief per se, which emerged as the key issue 
in the poor performance of the pre-4 year olds.
These findings have considerable implications for the traditional view that age is a key 
factor in false belief acquisition (Wimmer and Pemer, 1983; Pemer et al. 1987; 
Astington and Gopnik, 1991a). Further confirmation of the “boosters” position was 
provided by the evidence that very young children utilise strategies of intentional
8 1
deceit, a skill that requires the child to deliberately create a false belief in the mind of a 
protagonist. In a series of experiments using an ingenious puppet device Chandler et 
al. (1989) and Hala et al. (1991) found that participants aged between 2 and 4 years 
were able to actively deceive an experimenter as to the real location of an object. In 
contrast, Sodian et al. (1991) failed to replicate the findings of the latter deceit studies 
utilising a similar methodology. Equally the child’s active participation did not 
facilitate false belief understanding in Ruffinan et al. (1993) nor did the inclusion of 
humour and interacting test characters improve the performance of the younger child in 
Mayes et al. (1994). However, the “scoffers” stance accords to the younger child an 
awareness of how individuals are “cognitively connected” (Flavell, 1988, p 244) to the 
world. For example, children understand that we can hear, smell, touch or see objects, 
and are able to distinguish between a thought or dream about an object and the physical 
object itself (Wellman and Estes, 1986; Wellman, 1988, 1990). At this age (2-3 years 
old) there is also the recognition that it is feasible to have multiple emotional reactions 
to objects or events which can vary between individuals.
Notably Flavell (1988) suggested that these connections are the prototypes, as it were,
of the awareness of representational change and diversity. Thus a child knows that the
types of connections outlined above are personal, separate and distinct from the
experiences of others, and can alter over time. In conjunction, children appreciate that
physical objects have one way of being in the world, which remain stable and constant.
Yet, within this framework of cognitive connections from which children structure
their experiences, it has been proposed that there is an inherent difficulty. What is
apparently lacking (termed level two perspective taking, Flavell, 1988) is the
recognition that the mental world is not composed of a direct copy of extemal reality
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(Wellman 1990). Hence, the way in which an object is perceived is not a direct replica 
of the object per se, but rather a representation. Therefore, without the target object 
changing in any shape or form, different individuals may perceive the same item in a 
variety of ways, and the same individual may view the same object differently at 
distinct periods of time. There is not a direct one-to-one correspondence between the 
mental representations and the physical world.
This was illustrated in the classic deceptive object experiment conducted by Flavell and 
colleagues (Flavell, Flavell and Green, 1983; cited in Flavell, 1988), testing young 
children’s ability to recognise this mind/world distinction. Children were presented 
with a sponge painted to give the illusion that it was a rock, and after handling the item, 
the subjects were initially asked what it looked like (appearance) versus what it really 
was (reality). Three year olds typically failed to recall their mistaken assumption (or 
false belief) as to the real nature of the object (i.e. that it was a rock not a sponge) and 
replied that it looked like a sponge and really was a sponge (Gopnik and Astington, 
1988, Astington and Gopnik 1988). Hence, younger subjects were unable to entertain 
the conceptualisation that the same object may be represented in two different ways 
(Wellman, 1990). The 4 year old, conversely, was able to acknowledge that they were 
initially mistaken as to the true identity (appearance) and were now able to see the item 
as it really was, a sponge (reality). As Flavell summarises:
“(However) Young children do not understand that forming cognitive connections to 
things entails mentally representing those things in various ways. They tend to be 
largely ignorant of the fact that it is possible to represent a single thing with its single
nature in several different ways .even though something may be only one way out
there in the world, it can be more than one way up here in our heads, in our mental 
representations of it” (Flavell, 1988, p 246).
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As can be predicted from the mixed results of the studies reviewed, the debate as to 
when young children can be conclusively seen to have acquired a theory of mind is still 
open. Researchers who have found an earlier recognition of false belief do caution as to 
the interpretation of their findings (Bartsch and Wellman, 1989; Chandler et al. 1989; 
Lewis and Osborne, 1990; Hala et al. 1991). There is still a risk of overestimating the 
nascent understanding of false belief, suggested by the continued failure on the 
standard task. The “scoffers” (Pemer et al. 1987; Sodian et al. 1991; Pemer, 1995, for 
example) maintain that only when a child is able to predict the behaviour of a 
character, based upon an inference of the false belief, is it legitimate to accredit a 
theory of mind. However, it is suggested that as the child still has to refer to the 
character’s, or their own, false belief in the revised versions, it may indicate that 
although this faculty may not be fully established, it is not entirely absent.
Having reviewed the above research it seemed that the manner in which these studies 
focus upon the protocol seemed to be distant from the social context in which children 
leam about and apply the skills under investigation. However, it was the actual thmst 
of these experimental studies that brought to mind the cognitive bias of the avoidant 
strategy. In a sense, the avoidant child has a “clinical” or a cold cognitive 
understanding of others; they are able to predict the cause and effect of behaviour due 
to an established and consistent temporal that characterises the attachment relationship. 
Furthermore, it is proposed that the avoidant child can be conceptualised as watchful 
observer, needing to infer the intentions of, and predict the behaviour of their caregiver. 
Such as description appears to be analogous to the requirements to the false belief test; 
additionally, the experimental design does not touch upon an evaluation of 
interpersonal issues, it remains in essence a cognitive exercise. Conversely, the
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ambivalent child is predisposed to discount cognitive information, based upon the 
perception of other’s behaviour as inconsistent, unpredictable and misleading. 
Therefore it would appear that even with the amended protocols, the tests require the 
child to engage in a form of reasoning of which they have little or no experience.
5. Theoretical explanations.
The theoretical models that have evolved to explain the emergence of a theory of mind 
offer an altemative viewpoint to the attachment perspective discussed in chapter one. It 
is not the objective to provide a comprehensive discussion of the theories that have 
emerged or to comment upon the ongoing debate within the field. The theoretical 
model of the thesis is firmly rooted within attachment theory, thus a review of two key 
positions have been selected as a contrast to the perspective of this research.
a. The significance of pretend play: Origins of, or a practice mn, for a theory of mind.
The failure of the pre-4 year old on the standard false belief tests is at odds with the 
emergence of symbolic pretend or fantasy play at circa 18 months. In a pretend mode, 
very young children are able to transform ordinary objects into a myriad of altematives 
created by the imagination, with no confiision as to the real identity of the chosen item 
(Fein, 1979; Leslie, 1987, 1988. The failure of younger children on the traditional 
measures of representational understanding does appear to be defied by the child when 
participating in pretend play. In this context the child holds two disparate 
representations in mind, and remains fully cognisant of what the object really is from 
its function in the pretend mode.
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As pretend play occurs naturally, the only impetus originating from within the child 
without any objectively observable extemal stimuli, (Flavell, 1985; Leslie, 1987, 1988; 
Mitchell, 1997) it has been viewed as a plausible factor in the development of a theory 
of mind in young children. It is the central features of pretend play, (object substitution, 
attribution of pretend properties and the creation of imaginary objects) that Leslie 
(1987, 1988) contended are indicators of a meta-representational capacity at an early 
age. Briefly, object substitution refers to imagining that a real object, e.g. a banana or a 
building block, is really a telephone or a car or a host of altematives dependent on the 
child’s whim. Lillard (1993a) noted that this mode of pretend becomes progressively 
more abstract as the child matures. During the initial stages the imagined object usually 
bears a strong physical resemblance to the pretend counterpart, i.e. a mler is described 
as a magic wand, gradually diminishing by circa 3 years old. Observations of children 
pretending it is raining, or vigorously washing or cleaning plates as if they were dirty 
falls under the category of attributing pretend properties. Finally the creation of an 
imaginary friend and companion or carefully preparing pretend food for a tea party is 
termed imaginary object pretence (Leslie (1987, 1988); these activities are all engaged 
in, often with great gusto, delight and elaboration by young children.
Outlining the conditions that are requisite for play to be defined as pretence, Lillard 
(1993a) identified five essential components.
a. A pretender - this is self explanatory, there needs to be a “somebody” performing or 
creating the pretence.
b. There needs to be an objective reality that is contrasted with the fantasy world, such 
as a tangible banana for a telephone.
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c. The actor holds a mental representation or image of the pretend reality, such as a 
child imagining that a clean plate is dirty.
d. The imposition of the pretend representation on the identity or real state of affairs, 
for example, the imaginary “diamonds” are superimposed upon the real objects, 
marbles, or the invisible Mend conjured up out of thin air.
e. Finally, and importantly, the awareness on the behalf of the pretender that they are 
activating a fantasy world (covered in points b-d). Being convinced that a teddy 
bear can actually talk may be described as many things, but would not qualify as 
pretend under Lillard’s criteria.
Naturalistic studies reveal the many behavioural gestures and direct verbal comments 
that children provide as signals that they are entering a hypothetical or pretend world. 
For example, these may be exaggerated movements and behaviours, conspiratorial 
smiles and giggles to explicit statements of “lets pretend that....”. This indicates that 
the acting “as i f  is entered into intentionally, the pretender still remaining cognisant of 
the real state of affairs. As with Leslie’s (1987, 1988) much quoted example of the 
object substitution of a banana for a telephone, the young pretender does not really 
believe you can talk to someone through a piece of Miit or think that a telephone is 
edible. In addition, the recognition that someone is engaging in pretence, suggests the 
ability to conceive of another individual holding a mental representation that is not a 
direct copy of the true and serious state of affairs. Interestingly, this is the very 
difficulty that young children have with the false belief task.
In order to explain how the hypothetical can be created and maintained as separate, but 
linked to the real state of affairs, Leslie (1987, 1988) developed the concept of an
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innate mechanism that becomes operationalized with the advent of pretend play. The 
deliberate distortion of reality is enabled by, (and prevents futile attempts to contact 
someone by “banana”), a decoupling device, that essentially lifts the pretend image 
from its primary representation (telephone from banana) creating a meta­
representation. This early form of representational ability is a key factor and is viewed 
as a precursor of theory of mind development. In the pretend mode, children below the 
threshold of representational ability as measured by the aforementioned tasks, are able 
to hold two contradictory representations of a single object in mind, and this forms the 
foundation from which children can later differentiate between the mental world of the 
self and others.
The question that remains, however, is why very young children operate within a meta-
representational framework in pretend play, yet consistently err on the standard false
belief and AR tests for a further two years. This time lag wherein children are unable to
transfer the reasoning displayed in hypothetical mode to explaining and predicting
behaviour in the real world has been addressed by Lillard (1993a). She postulated that
it may be due to difficulties with the world to mind directional fit (Searle, 1983). As
outlined earlier, desires are conceived of as falling under a mind to world fit; the desire
originates from an individual and can result in a series of intentional actions to ensure
the desired outcome is achieved. In contrast, alternate mental states, such as beliefs,
have a reverse dynamic, a world to mind fit. Beliefs are created in reference to how
reality seems, hence often necessitating previously held beliefs (Smarties in the box)
having to be revised (really contains pencils) to accommodate the real state of affairs.
As children are considered to understand desires prior to beliefs, (Wellman, 1988,
1990; Astington and Gopnik, 1991b) pretence and associated meta-representational
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skills may emerge earlier for the same reason. Lillard (1993a) suggested that although 
pretend does not have the same causal effect in bringing about a desired conclusion, it 
does originate from within the individual and imposes a new reality on the external 
world.
Furthermore, Pemer et al. (1987) and Fonagy and Target (1997) noted how pretend 
does not present a conflict of truths, the child does not have to consider a contradictory 
version, assuming that all parties are aware of the reality. Therefore the representation 
is shared and common to all participants. An allied explanation proffered by Leslie 
(1987,1988) draws upon the difficulty young children have in ascertaining how beliefs 
(true or false) are related to reality. He noted that research indicates that young children 
are able to distinguish between mental entities and their physical counterparts, such as 
a thought about a biscuit, and the real item (Wellman and Estes, 1986; Wellman, 1988, 
1990). Paradoxically, this may be the root of the difficulty, in that mental entities or 
representations are seen as unworldly or unreal, with little bearing or association to the 
external and physical world. Following this point. Chandler (1988) argued that the 3 
year old has a quasi-magical notion as to how knowledge is acquired, thus in Wimmer 
and Pemer’s (1983) unexpected transfer paradigm. Maxi will be miraculously awarded 
with the real location of the chocolate bar.
Therefore, the recognition of false belief requires a more sophisticated meta- 
representational form of manipulation than required for pretend play. However Leslie 
contended that it provides the stmcture upon which a common sense or folk 
understanding of the mind is built. This assessment of pretend play as an innate ability, 
intrinsically connected to later representational understanding has led to a series of
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studies focusing upon the supposition that meta-representational thinking can be 
accredited to young children. In a series of experiments Lillard, (1993b) examined the 
possibility that while engaging in pretend play there is no reference to mental states, 
and such play is more realistically conceived of as acting “as i f ’ behaviour. This 
conclusion was premised upon the participants failing to recognise that the character 
“Moe” in the vignettes could not be pretending to be a rabbit as it was stated that Moe 
was unaware that rabbits existed. Such an argument parallels the debate surrounding 
the emergence of intentional deceit outlined in the previous section, with the 
controversy as to whether creating false trails was aimed at changing behaviour, rather 
than altering beliefs. Countering this conclusion, Mitchell (1997) suggested that the 
experimental design of the previous study was demanding and complex, with several 
layers of pretence to attend to concurrently, which could explain the results obtained. 
In common sense terms the logical explanation as to why any one would hop like a 
rabbit, unless they knew what a rabbit was, and were pretending to be a rabbit, might 
have overridden the reality statement as to Moe’s knowledge of the existence of 
rabbits. Similarly, Custer (1996) dispensed with the requirement of the child having to 
acknowledge that pretence can only occur if the individual is aware of the “thing” they 
are pretending to be. In this condition it was found that even 3 year olds were able to 
recognise that pretence is based upon representations.
Similar criticisms that were applied to the experimental approach to the investigation 
of false belief are also relevant in terms of the research undertaken in respect to pretend 
play. The study conducted by Lillard (1993b) appears to question young children as to 
the intricate workings of an activity which, from the child’s perspective, is 
spontaneous and fun. Although a child may be able to meet the criteria that Lillard
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identified as distinguishing pretence from other forms of play, they may not be able to 
articulate or explain what it is they are actually doing. Chandler et al.’s (1989) criticism 
of the complex story plots of the false belief tests could also be pertinent in terms of 
Lillard’s study. Specifically, having been presented with a series of facts about a 
hypothetical character and world, the child is then requested to analyse the events in a 
manner that may be divorced from their usual appraisal of pretend play. It does appear 
to underline the importance of bearing in mind the context and the child’s perspective. 
In terms of the investigation of pretend play, and equally with the amended false belief 
tests, it could be said that the researcher who focuses upon how the child may interpret 
the question or the meaning of the test, are in fact demonstrating a “working” theory of 
mind.
In addition, there seemed to be an underlying presumption that the quality and 
complexity of the pretend play under investigation is not a principal consideration. A 
child who is pretending that a banana is a telephone is certainly forming a meta­
representation that runs counter to reality. However, it is suggested the same sequence 
would be considerably more richer and informative if a peer introduced an alternative 
perspective, for example, that the banana was a magic wand. In the latter scenario, the 
child has the direct experience of another holding a contrary representation of the same 
object, which has more in common with the traditional false belief test. As noted in 
chapter one, research has identified discernible differences in the levels of 
sophistication of pretend play associated with the secure child’s propensity to draw 
upon the ideas and suggestions of a partner (Slade, 1987; Meins and Russell, 1997). 
Similarly, evidence from professionals who utilise play as a therapeutic tool draws 
attention to how the imaginative worlds of some children are devoid of human life
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(Sjolund & Schaefer, 1994). Thus, a child who grows up within an environment in 
which there are opportunities and the sense of security to explore discrepant versions of 
reality, incorporating diverse themes rather than being restricted to the concrete and the 
functional (Alessandri, 1991) do seem to be in an advantaged position. The studies 
based upon an experimental framework are essential in that tools are developed that 
permit the investigation of the constructs under consideration. However, it is proposed 
that the apparent failure to contemplate the context and the diverse experiences of child 
does appear to be a limitation of the research.
b. Hypothesis testing and deduction: The theory-theory approach.
There is still a division of opinion as to whether Leslie’s (1987, 1988) assertion that 
pretence legitimately marks the emergence of representational understanding is 
accurate. Similarly, the emergence of an innate decoupling device that heralds the 
beginnings of a theory of mind is still an issue that remains open to interpretation 
(Astington and Gopnik (1991a). An alternative viewpoint, termed the theory-theory 
approach, adheres closely to a definition of what constitutes a theory in general as a 
means of characterising and explaining children’s cognitive development in the pre­
school period. From this perspective, children actively construct a “theory” of the 
mind, through a process of formulating and testing hypotheses as the best means to 
predict and explain a certain phenomenon, in this case human behaviour. This position 
has been championed by Wellman (1988, 1990), asserting a theory of the mind is 
formulated through a series of stages, each one becoming more sophisticated and 
complex eventually resulting in a folk or common sense understanding of the human 
mind. The initial starting point evolves with the recognition of the separateness of the
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mental world from that which is physical and concrete. This moves to a desire-based 
framework of explanation and prediction, later incorporating the notion of beliefs and 
finally false belief. Wellman (1988, 1990) argued that even before children are able to 
successfully negotiate the false belief tasks and the AR distinction, they do have a 
“theory like” comprehension of the mind. This stance accords greater representational 
capacity to the 3 year old than other researchers falling under the banner of the theory- 
theory school of thought (Wimmer and Pemer, 1983; Astington and Gopnik, 1988; 
Flavell, 1988; Pemer, 1988,1991, 1995; Astington and Gopnik, 1991a&b; Whiten and 
Pemer, 1991).
However, there is a general consensus that during the period between 2-6 years old 
children are undergoing radical shifts in their thinking, in a sense abandoning one set of 
hypotheses when they no longer adequately explain and predict action. In other words 
the pre-school child embarks upon a joumey of discovery in the formation of what can 
legitimately termed be a theory.
Wellman, (1988, 1990) identified three central features that are requisite for a mass of 
knowledge to be considered a theory. Firstly, a theory is comprised of a coherent body 
of knowledge, consisting of a set of distinct and separate constmcts that are causally 
related and interconnected (Olson et al. 1988, Astington and Gopnik, 1991a, Smith et 
al. 1998). In the case of a “theory” of the mind, the constmcts include thoughts, 
dreams, hopes, wishes, desires, beliefs and intentional behaviour or action; in addition, 
the definition of one constmct tends to refer to another. Secondly, is the understanding 
of the ontological properties of the pertinent constmcts, and how they can be 
distinguished from each other is also essential (Wellman, 1988, 1990). Finally it is
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necessary for a theory to offer a system of prediction and explanation, termed a causal- 
explanatory framework (Wellman, 1988,1990). Thus in order to make sense of 
Wimmer and Pemer’s (1983) fictitious character. Maxi, it is necessary to refer to his 
beliefs (where the chocolate is located - in this instance inaccurate) his desires (to eat 
the chocolate) leading to an intentional action (searching where he thinks the chocolate 
was placed). Focusing on only one element would fail to provide a comprehensible 
picture of what exactly Maxi is up to; for example, his behaviour of looking in the 
wrong location is nonsensical without reference to his false belief. Equally, the impetus 
of the search is additionally motivated by a desire for the item, which is logically 
related to his belief of how the desired object may be obtained.
Wellman (1990) argued that children prior to the age of 3 years old interpret behaviour 
based upon a less complex type of thinking that bypasses references to beliefs, termed a 
simple desire psychology. Inferences are based upon conceiving that any given 
individual is motivated purely on the basis of their desires, either positive (wanting, 
longing) or negative (dislike, revulsion), towards an object or a particular state of 
affairs. Wellman (1990) described the distinction between desire psychology and 
belief-desire reasoning as:
“A simple desire psychology, therefore, resting essentially on a conception of intemal 
states directed towards obtainment of objects in the world, is quite different from 
belief-desire psychology that rests centrally, if not wholly, on a conception of intemal 
cognitive states representing tmths about the world, “(p 212).
Evidence from naturalistic studies reflect this pattem, with Brown and Dunn (1991)
reporting that during recorded family conversations as to the causes and consequences
of behaviour, references of both the mother and child were initially exclusively about
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feelings and desires. However, during the course of the third year there was a gradual 
increase in the usage of mental state terms; in essence, moving from a mind to world fit 
towards a world to mind fit and representational understanding. Thus the two year old 
gathers information as to the desires of an individual and works on the premise that 
generally people can be said to act in order to secure a successfiil outcome, hence a 
person’s reaction can be predicted on the basis of whether the desire is satiated or 
conversely thwarted. In the case of Maxi and the elusive chocolate bar (Wimmer and 
Pemer, 1983), the 2 year old desire psychologist can infer the character’s desire to 
obtain the chocolate, and predict that he will search in the correct location based the 
supposition that Maxi will act to satisfy his desire. At this stage the concept of belief is 
still missing, hence where Maxi thinks/believes the chocolate is located is not part of 
the equation.
In a similar vein, this ability was assessed by Harris (1989) arguing from a differing 
perspective which proposes that young children simulate or imagine what another 
person’s reaction might be in any given situation dependent on their desires. Children 
were told a story about two characters, Ellie the elephant and naughty Mickey the 
monkey. Ellie was reported to only like coke to drink, and having procured herself a 
drink left the vicinity. At this point children observed naughty Mickey replace the 
contents of the coke can with milk, without Ellie knowing of the substitution. Prior to 
Ellie drinking from the can subjects were asked to predict how she would feel after 
taking a sip. The results indicated that 4-6 year olds were able to accurately state Ellie’s 
reaction based on her unfulfilled desire.
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A note of caution as to children’s understanding of desire was sounded by Astington 
and Gopnik (1991b), who suggested that peoples' reactions dependent on desire 
fulfilment does not require an awareness of the representational nature of desire. In this 
respect desires can have the same quality as beliefs, in that they are personal and 
subjective and are apt to alter over time. Additionally, the same object may have 
differing levels of desirability for two individuals. In a study conducted by Gopnik and 
Seager (1988) this representational aspect of desire, and young children’s 
understanding of this distinction was examined. The participants aged 3-5 years old 
were shown two books, one suitable for adults, the other a child’s book; following this 
they were asked to state which they would select and suggest the choice of another 
child and an adult. The results revealed that 3 year olds claimed that an adult would 
prefer the child’s book, conversely, 4-5 year olds exhibited an appreciation of the 
representational quality of desires, and noted that the adult would prefer different 
reading material to a child. The findings reflected the general trend in the 
understanding of belief, in that the younger child maintains that there is an objective 
and common consensus as to what is desirable and believable.
In a comparable study Astington et al. (1989) showed the young participants a crayon 
box and asked what they thought was contained within, and once the common sense 
reply of “pencils” was stated, the container was opened to reveal a birthday cake with 
candles. Three year olds consistently erred by failing to recall their previously held 
false belief, although they could recall their unfulfilled desire (as in Gopnik and 
Astington, 1988). Both authors concluded that children’s thinking could be described 
as mentalistic, but not representational due to the difficulty of recognising the 
mediational role of beliefs. Pemer (1995) questions the existence of a desire only
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reasoning stage, suggesting that there is some primitive recognition of belief as 
witnessed in children’s pretend play. Based upon his argument (as Lillard, 1993a&b) 
pretend is founded upon acting “as i f ’ something that is false is true. Hence the child 
does not assume that a person is purely motivated to satisfy their desires, for example 
pretending to eat a non-existent piece of cake will not satisfy hunger. However, Pemer 
(1988, 1995) is by no means ascribing an appreciation of the representational nature of 
belief to the 2 year old pretender or even the 3 year old.
When do young children conceptualise that belief is a mediating constmct in the 
explanation of behaviour? At this point there is a division of opinion concerning the 
level of competence accorded to the 3 year old. Wimmer and Pemer, (1983), Pemer et 
al. (1987), Pemer, (1988, 1995) Flavell, (1988), Gopnik and Astington, (1988), and 
Astington and Gopnik, (1991a &b) all maintain a scoffer’s scepticism, arguing that at 
this age the interplay between beliefs and desires has yet to be achieved, thus reasoning 
is not yet representational. In contrast, Wellman (1988, 1990) contests that there is an 
intermediate level in which young children are premising their interpretation of 
behaviour with reference to both beliefs and desires (Ruffinan et al. 1993).
Thus Wellman (1990) suggested that prior to 4 years, children do understand that 
beliefs are representations, but view them as a copy of reality rather than an 
interpretation of reality, and hence are unable to entangle the “puzzle” (Pemer, 1988) 
of the false belief task. Within a framework of a copy theory, a belief is comprised of a 
direct match to reality; in contrast, a false belief in essence does not conform to this 
level of reasoning, as it misrepresents the real state of the world. Thus for the 3 year 
old, beliefs directly mirror the real world, and the mind contains information about the
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world, similar to Flavell’s (1988) level one perspective taking - that of being 
cognitively connected to the external world in a linear fashion. Hence in Pemer et al.’s 
(1987) Smartie box false belief test, when asked what another person will think is 
inside, the response of pencils illustrates how belief is conceived of as having a one-to- 
one correspondence to reality. Presumably, the children are able to recall their own 
false belief by referring back to this past copy of reality, based upon knowledge of what 
Smartie containers usually hold (although the view that children universally are able to 
recall a previously held mistaken belief is not one that is unanimously held, (Gopnik 
and Astington, 1988).
This position is a reversal of Bartsch and Wellman’s (1989) conclusions, where a 
comprehension of false belief was accredited to younger children in tests in which the 
child explained behaviour as opposed to prediction, contradicting a copy theory 
argument. In reconciling these two positions, Wellman (1990) posited that the results 
of the explanation tasks may offer the first glimpses of a movement away from a copy 
theory of belief, which portrays the mind as essentially passive, a receiver of 
information, to a more active and constmctive understanding of representations (level 2 
perspective, Flavell, 1988). With this developmental change, as measured by success 
on the standard false belief and AR tasks between the age of 4-6 years, the mind is no 
longer a receiver, but viewed as a processor (Wellman 1990). Beliefs are therefore no 
longer given, but are worked out or arrived at by consideration of the individual's 
representation of reality.
Such experimental work is invaluable for the precise and detailed exploration that 
charts the changes in children’s cognitive development. Importantly, although the
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paradigm is intrinsically experimental, Wellman does attribute greater representational 
understanding to the younger child. However, there remains the underlying 
presumption that the various stages outlined are a natural, and to an extent, 
predetermined pathway along which all children travel. Similarly, even though the 
vignettes appear to be designed to incorporate scenarios that are familiar or meaningful 
for children, they are still removed from the context of relationships.
Within the theory-theory camp there remains an active debate as to the developmental 
progress children take in the evolution of a theory of mind; Pemer (1988, 1995) for 
example, maintaining an altemative viewpoint to that of Wellman (1988,1990). Thus 
disagreement as to the timing of the transformation to a representational understanding 
of the mind remains constant; Pemer abides by the argument that it is a conceptual 
deficit that accounts for the failure on the standard false belief tasks, rejecting 
Wellman's contention that younger children do have an understanding of the 
representational nature of beliefs. For Pemer (1988,1995) success on the standard false 
belief tests remains the sole proof that children do legitimately acknowledge and 
operate with an understanding of the essential representational quality of the mind.
If this is the case, how does Pemer explain the contrary evidence presented by 
Wellman, in which children young children spontaneously referred to the false belief of 
the test character in order to explain the behaviour (Bartsch and Wellman, 1989). In 
fact, the advent of pretend play is seen to be critical in that it acts as a vehicle by which 
very young children create a hypothetical “unreal” world in which blocks of wood are 
cars, enabling them to consider different versions or models of reality. It is suggested 
from this perspective that the young child is incapable of comprehending that various
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models of reality can and are perceived or represented differently. In pretend play no 
such conflict arises, all parties share the same understanding that the pretend world in 
which they are creating does not really exist (see previous discussion), although this 
understanding is not founded upon Leslie’s (1987, 1988) definition of meta­
representation or an innate de-coupling device. In contrast, Pemer (1988) argued that 
prior to 4-4.5 years children's assessment of these altemative models as evoked in 
pretend play, (acting as if) and objective reality (or as Pemer, 1988, described as the 
knowledge base) is restricted to a simple tmth or false reckoning. Thus there is deemed 
to be a universally shared perspective, which is very different from the realisation that 
what may be tme for one individual may be false for another, even when referring to 
the same object or event. In addition, Pemer (1995) contended that the distinction 
between pretence and belief, not acknowledged by the younger child, can be described 
as such:
“in particular this is necessary to understand that a person who falsely believes P 
evaluates P as tme (when in fact P is false), whereas a person who pretends P still 
evaluates P as false” (Pemer, 1995, p245).
To comprehend false belief and beliefs per se, the child has to be able to view belief as
a representation of reality being a certain way, rather than a direct representation of
reality itself, analogous to Wellman’s (1990) hypothesis of a copy theory of belief.
With respect to the results revealing a precocious understanding of belief, Pemer
(1995) introduced the concept of prelief, a fusion of pretence and belief, which
straddles the divide between non-representational and representational interpretations
of behaviour and accounts for the earlier success demonstrated by Wellman and
colleagues. Importantly, in Pemer’s view the high pass rates recorded on the vignettes
designed by Wellman can be more accurately described as a false positive. With the
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constmct of prelief the child does not have to consider whether the character is indeed 
searching within the empty but marked container premised upon a false belief or 
because they are pretending or acting as if the items are there.
However, although Pemer’s constmct of prelief and the underlying rationale is clearly 
reasonable, it did appear to be unnecessarily stringent; furthermore, it is difficult to 
determine whether in the Bartsch and Welhnan (1989) explanation task the participants 
were premising their the response upon prelief or the false belief of the character as the 
answer in both scenarios would be identical. Similarly, Lillard’s (1993a&b) contention 
that children engage in “acting as i f ’ behaviour when engaged in pretend play does 
appear to mn counter to naturalistic evidence. The “boosters” camp does acknowledge 
that the alterations to the standard protocol and the corresponding higher pass rates 
secured by the 3 year old, is in a sense tapping into an early, and perhaps not a fully 
consolidated, understanding of the representational nature of the mind. However, 
evidence does indicate that when the thmst of the test question is made explicit 
children are able to explain and predict behaviour in direct reference to the 
misrepresentation. It is difficult to see how the concept of prelief can be utilised to 
account for the high pass rate of the 3 year olds in the Lewis and Osborne (1990) study, 
in which the false belief test was a minimally revised version of Pemer et al.’s (1987) 
Smarties test. For unlike Wellman’s tasks that focused upon the exploits of Sam’s 
disappearing pets in which the location of the animal is unknown, in the latter test the 
child has to weigh up two conflicting representations and put aside their knowledge to 
answer the prediction question accurately.
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Fundamentally, the impetus for change, whether it consists of a more fragmented 
progression of stages or a more radical alteration of reasoning, the overriding rationale 
of the theoiy-theory approach rejects the premise of an innate mechanism as postulated 
by Leslie (1987,1988). The “theory” of the mind that unfolds during the pre-school 
years is premised upon, although not consciously, a testing of hypotheses, considering 
the relevant constructs (inferred mental states) in order to explain the phenomena under 
examination (behaviour).
“Theory development is the result of both intemal stmctural factors within the theory, a 
drive for simplicity, for example, and extemal factors such as the accumulation of 
confirming or disconfirming evidence. The theory itself influences the collection and 
interpretation of evidence, but new evidence also modifies aspects of the theory.” 
(Astington and Gopnik, 1991a, p. 17).
As has been discussed, even though the above research outlines the developmental 
changes in a child's understanding of desires and beliefs in a comprehensive manner, it 
does seem far removed from the actual context of the families in which children grow 
up, and within which, on a daily basis, they encounter altemate perspectives, beliefs 
and desires. The above quote describes the process in a clinical and abstract manner of 
scientific endeavour, the child presented as an isolated apprentice testing out various 
theories before settling upon the most effective strategy.
6. Theorv of mind development -  isolated ioumev or joint adventure? The importance 
of familv relationships.
" In the theory-theory account mental concepts are thought to develop within a network 
of interdependent concepts on the basis of data from the social world, but the social 
world does not generally "give" concepts to the child, it provides him with data for 
concept building. In the simulation model mental state concepts are thought to arise 
from introspection, but this begs the question of how children come to think of their 
own mental states in terms of feelings, beliefs, wishes and so on." (Fonagy and Target,
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1997, p 682).
The literature reviewed thus far appears to be focused on the processes of cognitive 
development that occur within the child, depicting a rather solitary joumey that is far 
removed from children's everyday experiences in which these emerging skills develop. 
The image is of a private cognitive revolution that occurs within the child, with little 
reference to how extemal factors may facilitate or accelerate cognitive development. In 
addition, there does appear to be little attention directed towards how the advances and 
changes in reasoning about others impacts upon the child's present and future 
relationships (Dunn, 1991,1996; Slomkowski and Dunn 1996).
A concurrent body of research has addressed these issues based upon naturalistic 
observations and experimental procedures that add colour and richness to this research 
area. In this research there is an explicit focus upon what factors within the 
environment may be particularly salient to this development, and it is acknowledged 
that children have varying degrees of access to the experiences that may be key to 
fostering a theory of mind. Furthermore, it is recognised that there is not a uniform or 
universal context in which children grow up, as culture, relationships and families are 
unique in many ways. These individual differences and the observations by the child of 
the relationships that surround them may account for variations in access to 
information about other's perspectives and opinions or the constmcts that underlie and 
motivate human behaviour (Howe, 1991; Brown and Dunn, 1996). Dunn (1996) noted 
how important it is to align these two bodies of research, experimental and naturalistic, 
as potentially they can illuminate and inform each other as to the nature and the 
progress of this important developmental transformation. The review of the following
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research highlights the fact that the child grows up in a social world, and they are not 
only interested in the actions that directly involve themselves.
The key themes that have emerged in this body of literature are primarily concerned 
with the usage of mental and intemal state language within the family and the quality 
of relationships. Research suggests that the emergence of intemal state language at 
circa 28 months (Bretherton and Beeghly, 1982; Beeghly et al. 1986; Brown and 
Dunn, 1991, 1996) enables children to discuss the feelings, thoughts and intentions of 
the self and others in past, present and future contexts (Howe, 1991). In tum, this is 
viewed as an essential component in the creation of shared understanding or “meaning” 
of the social world (Stem, 1985). In this respect, the changes in the frequency and the 
referents of intemal state language used by children appear to reflect the changes in 
their understanding of how these constmcts influence and motivate behaviour, 
paralleling the results of the experimental studies (Wellman, 1988, 1990). Both 
Beeghly et al. (1986) and Brown and Dunn (1991) reported that references to intemal 
states of young children and their mothers alters steadily over the period between 13-28 
months and 33-47 months respectively. Initially, attributions by the child were 
primarily focused upon their own intemal states, but later references to others or 
characters in pretend play became more significant.
This paralleled a shift in the matemal discourse; initially the focus was upon the child’s 
intemal states, however, gradually the child's attention was drawn to the perspectives of 
others. Additionally, there was an increased discussion as to the causes and 
consequences of intemal states on behaviour, coupled with evidence that the child 
utilised this information to alter the behaviour of others. Initially, most of this
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conversation took place with the mother, however, during the period when the 
participants were 33-47 months old, the role of siblings became more prominent 
(Brown and Dunn, 1991, 1992; Denham and Auerbach, 1995; Dunn, 1994). Indeed, 
research evidence suggests that there is a direct association between the number of 
siblings and success on a variety of measures of false belief understanding, underlining 
the uniqueness of the sibling relationship (Azmitia and Hesser, 1993; Pemer et al. 
1994; Astington and Jenkins, 1995; Lewis et al. 1996).
There appears to be a developmental shift in the context in which pre-school children 
make references to their own and other's intemal states. At 33 months Dunn and Brown
(1994) reported that discussions as to the causes and consequences of behaviour tended 
to occur during episodes of conflict and expressed negative affect. With cognitive 
maturity this pattem alters, and at 47 months such reflective thought emerged more 
frequently when the child was in a neutral affective state. At this stage the added 
impetus of protecting one's position was apparently not a prerequisite for the child to 
reason at a more advanced level. This perhaps parallels the need to amend the 
traditional false belief tasks to enable the 3 year old to be successful. Plausibly after 4 
years, it is no longer necessary to make explicit the nature of the test and highlight the 
false belief of the character, as inferring the inaccurate representation is intrinsically 
part of the child’s understanding.
However, consistent high levels of expressed negative affect within families has a 
deleterious effect on affective perspective taking and has been associated with difficult 
peer relationships Cummings et al. 1984; Cummings, 1997; Denham et al. 1994). Dunn 
and Brown (1994) found that high levels of negative affect was predictive of a failure
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to take into account others’ perspectives in times of conflict, as seen through an 
absence of agreement, compromise, resolution and a reduced number of bouts of 
pretend play and/or shared humour. (These latter descriptions appeared to be analogous 
to the previously discussed characteristics of the ambivalent parent-child dyads). In a 
similar vein, Denham and colleagues drew attention to the matemal strategy of asking 
questions or “hot cognitions” (drawing the child’s attention to the impact of their 
behaviour on others) as an identifiable practice that encourages the child to reflect upon 
an formulate more elaborate explanations (Denham et al. 1994; Denham and Auerbach, 
1995). Linked to this latter point was the contingency of the matemal response to their 
child's affective expression, a key issue in attachment research. Denham et al. (1994) 
proposed that it is the ability of the mother to respond in a co-ordinated manner to the 
child's complete range of affective expressions that provides the young child with 
invaluable information about a comprehensive number of intemal states. Conversely, 
mothers who provided non-contingent expressions, i.e. sadness in response to 
happiness or matching anger with anger, failed to scaffold their child's understanding. 
Such descriptions appear to complement the breakdown of affective communication or 
the impairment of the mirroring process that has been proposed to exemplify insecure 
attachment.
In a similar vein, observations of children in naturalistic settings reveal the increasingly
sophisticated and frequent incidents of teasing, the more sophisticated knowledge of
how to irritate a brother or sister, shared humour, jokes, (premised on understanding
what others may find amusing), deceit, and the capacity to avoid punishment by casting
the blame on siblings (Dunn, 1991a, 1995; Newton, 1994). All these elements suggest
an underlying awareness of others’ minds and how they can be influenced by a variety
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of means. Similarly, prosocial behaviours such as comforting and alleviating distress in 
siblings (Dunn and Munn, 1985, Howe and Ross, 1990) reveals the recognition of the 
feelings of another, even when the emotion is not felt by the child. In addition, 
knowing what actions may be conducive to reducing suffering also requires the 
consideration of another point of view or experience. Children's awareness of the type 
of reactions they can expect indicate a cognisance that others’ perspectives may differ 
from their own. Dunn and Munn (1985) noted in their observations of young children 
that they would frequently call for support when reporting a sibling's wrong doing in 
times of dispute. Yet, when the child was the guilty party, the frequency with which 
matemal attention was drawn to the incident was dramatically reduced. This same 
adeptness was apparent in the knowing smiles and complicitous looks to both mother 
and researcher when the child was acting in a way that they knew would lead to 
matemal disapproval; keenly aware of the how their behaviour would be perceived by 
the parent.
A more radical position was adopted by Stein and Liwag, (1997), who disputed the 
contention that young children are qualitatively different thinkers to older children and 
adults, the premise which underlies traditional theory of mind research. In their 
research exploring children’s memories of emotional events they portrayed a very 
different image of the young child; examples of the participants’ spontaneous 
expressions revealed the capacity to contemplate what others may have thought during 
a variety of situations. In addition, Stein and Liwag drew attention to the fact that 
adults were not always accurate in their attributions of intemal states in their children.
The advantages and implications of the acquisition of a theory of mind have been
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addressed in order to ascertain whether this psychological understanding of behaviour 
impacts upon the quality of children's relationships. Slomkowski and Dunn (1996) 
assessed children's connected communications with friends, reasoning that this style of 
communication is particularly pertinent in that it is based upon the recognition and 
integration of differing perspectives. Therefore, it was argued that the success or failure 
of individual children on the cognitive tasks could feasibly be associated with the 
extent to which they participated in this form of communication with peers. Several 
key features of connected communication were analysed from the recorded interactions 
and included: reciprocal conversational tum taking (similar to Grice's Co-operative 
principle - see methodology chapter. Adult Attachment Interview), and tum taking in 
play and pretend play specifically. The findings revealed a positive association between 
success on false belief and affective perspective taking tasks and the levels of 
connected communication seven months later when the children were just under 4 
years old. The authors suggested that this mind reading ability was a factor in enabling 
co-operative play and the regulation of social interactions.
These findings paralleled the results of an earlier study by Astington and Jenkins
(1995) assessing the impact and links between the quality of social interaction and the
development of a theory of mind. Controlling for language ability, four aspects of
social interaction were examined: empathy and concem displayed towards peers, the
amount of pretend play participated in, generating and making joint proposals and the
assignment of roles in the course of pretend play. The results indicated that it is the
process of making joint proposals and role assignment in the course of pretend play
that were linked to the understanding of the thoughts and feelings of others, rather than
the sheer volume of fantasy play. In terms of an attachment perspective this finding is
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not entirely unexpected, as the research reported in chapter one found no differences in 
the amount of pretend play between insecure and secure children.
Both these studies focused upon the positive benefits that are associated with the 
development of a theory of mind in terms of peer relationships. Conversely, the 
findings emanating from research exploring an association between bullying and a 
theory of mind offers an interesting contrast. It is suggested that bullies are able to 
capitalise upon their superior mentalizing skills to hurt victims, recruit accomplices and 
to avoid adult detection. Indeed, Sutton et al. (1999) reported that the identified ring 
leader bullies achieved the highest scores on an assortment of higher order theory of 
mind tests (for example, deception, recognising complex emotions, double blufQ. 
Notably, the same participants were seen to lack empathy, thus the term “cold 
cognitions” was used to describe these children’s thought processes. Such a definition 
complements the proposed style of the avoidant child, whose recourse to cognition 
enables the child to infer and predict their caregiver’s intentions, whilst the associated 
affect is inhibited. These issues are further discussed in the results chapters.
7. Associations with attachment theorv.
Overall, the above studies emphasised the importance of recognising the significance 
of the context in which belief-desire reasoning emerges. Individual differences in the 
acquisition of a theory of mind were strongly associated with the quality of 
relationships and the varying opportunities children have to discuss the causes and 
consequences of thoughts and feelings. The extent to which children have positive 
relationships with siblings, parents, adults and peers was also pertinent. Similarly,
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discussing feelings and thoughts, the sibling relationship and pretend play are all 
factors that have been linked to theory of mind understanding (Fonagy and Target, 
1997).
It is proposed that the faculty to understand the self and other in terms of mental states 
is founded upon secure attachment. It is interesting to note that the identified optimal 
practices such as open and clear communication of feelings, questioning strategies, the 
ability to engage fully in fantasy play that have been highlighted in the above research 
findings, have been associated with secure attachment. The style of the mother of a 
secure child, both within the context of the home, (Ainsworth et al. 1978; Isabella, 
1993 for example), or on task (Matas et al. 1978; Belsky et al. 1984; Meins, 1997), was 
characterised by open communication and the ability to respond to the child’s affective 
expressions appropriately and without bias (Haft and Slade, 1989). The strategies of 
asking questions, making appropriate comments, encouraging problem solving and 
independence were characteristics of the secure dyads whilst engaged on cognitive 
problem solving exercises. These behaviours foster thinking, initiative and the 
development of a co-operative stance in young children; a pattem of behaviour that 
also encourages a child to reflect upon their feelings that in tum improves their 
understanding of emotions.
The interactional pattem of the parent and the ambivalent child is typified by high 
levels of negative affect and anxious arousal (Cassidy and Berlin, 1994; Crittenden, 
1994). These conditions of heightened negative affect have in tum been linked to a 
difficulty in taking the other's perspective in times of conflict, reduced levels of pretend
play and poor performance on emotion understanding tasks (Dunn and Brown, 1996).
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Results linking theory of mind competency and positive social outcome in terms of 
peer relationships (Astington and Jenkins, 1995; Slomkowski and Dunn, 1996) 
emphasise the importance of co-operation and tum taking, and these are recognised 
features of the secure child's peer friendships (Liebermann, 1977; Park and Waters, 
1989). It suggests that the secure child is inclined towards and has increased access to 
opportunities to leam about the feelings, beliefs and perspectives of others. A detailed 
elaboration of an attachment-theoiy of mind association will be continued and 
expanded upon in the following chapter. Importantly, the parental representation of 
attachment is focused upon, drawing attention to the extent to which parents are able to 
envisage the child as a separate, thinking individual, a capacity that is linked to their 
own attachment histories. This mentalistic understanding of the self ultimately 
becomes intemalised by the child and forms a central feature of their understanding of 
the self and others.
8. Summarv.
The literature reviewed in this chapter confirms that during the pre-school period there
is indeed a shift in the complexity of the child’s thinking and the emergence of an
understanding of the representational nature of the mind. In addition, the development
of the false belief test in a variety of forms has been established as a reliable tool in
order to measure the this developmental step, although as stated, the question as to
when this occurs and what counts as evidence is still open to interpretation. However,
as discussed, it is the focus on these latter questions and the theoretical models
proposed to account for this phenomenon that appear distant and separate from the
child’s actual experiences. The studies that have addressed the issue of the presence of
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siblings as a facilitator of theory of mind development does acknowledge external 
factors, but does not seem to address the quality of the relationships. This has been 
countered by the research that has drawn attention to differences in the quality of the 
child’s intimate relationships and the quality of discourse within the family as central 
factors associated with later competency in false belief and emotion perspective taking 
tests. Yet it is important to note that although all these factors have been linked to 
socio-cognitive development, they do not correlate well together across social contexts 
(mothers, friends, siblings for example) (Dunn 1996). Furthermore, the question as to 
why there are discernible differences in the quality of affective communication does 
not appear to be fully considered.
These identified “gaps” or unanswered questions that emerged from the existing
theory of mind literature and, in particular the interpretation of the attachment theory
and research reviewed in chapter one informed the research of the present thesis.
Specifically, the primary objective of the study was further enhance and elaborate
upon the association between attachment and theory of mind development by
exploring the predicted trajectories of each of the three main attachment groups.
Previous research has investigated this issue by focusing upon a comparison between
secure and insecure children. However, premised upon the interpretation of the
theoretical and empirical work of various attachment researchers it seemed plausible
that a sliding scale of false belief understanding could be predicted (from secure to
avoidant to ambivalent). In addition, as traditional theory of mind research has been
criticised for its focus upon an experimental framework it was considered important
to incorporate extensive observations of the participants in the research design.
Importantly this aspect of the research will enable an examination of how the
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predicted association between attachment status and theory of mind may materialise 
in terms of observable behaviours. It is suggested that although measures of false 
belief understanding and attachment do provide information as to the quality of 
attachment or levels of cognitive development it is critical to explore how these 
potentially associated factors actually impact or shape the child’s experiences and 
relationships. Thus the two key research questions addressed were whether there is a 
sliding scale of false belief understanding dependent on attachment status and if  they 
impact upon the quality of the child’s relationships and experiences within a 
naturalistic setting.
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CHAPTER THREE 
Methodology
L Hypothesis and aims.
It was predicted that there would be a sliding scale of theory of mind development as 
measured by the false belief, desire-reasoning and emotion perspective tasks dependent 
upon attachment status (from secure to avoidant to ambivalent). The secure child was 
anticipated to exhibit a superior mentalizing capacity that in turn would be reflected in 
the quality and nature of their conduct and relationships with peers and adults in the 
nursery setting. Drawing upon the conceptualisation of the attachment relationship 
proposed by Crittenden (1990, 1992 a&b, 1993,1994, 1997a,b&c) as discussed in 
chapter one, it was predicted that the avoidant child would achieve a higher standard of 
test performance in contrast to their ambivalent counterpart. Furthermore, it was 
expected that this predicted distinction between the two insecure categories would be 
reflected in the observational data. A secondary aim of the research was to explore the 
intergenerational perspective of the association between attachment and the 
development of a theory of mind in the pre-school child. It is suggested that an analysis 
of the parental representation of attachment and the extent to which the adult is able to 
conceive and interpret their own experiences in reference to underlying psychological 
motivations will be reflected in the child’s emerging representational capacity.
2. Research design.
The research questions determined to an extent the measures selected for the within-
subject study that incorporates both quantitative and qualitative methods. It is
1 1 4
suggested that the inclusion of these two methods generate two distinct data bases from 
which a more comprehensive and detailed exploration of the predicted association 
between attachment status and the development of a theory of mind in the pre-school 
period. Experimental measures reveal important information about the child’s 
relationships (attachment) and mind reading skills (as measured by false belief and 
emotion perspective tasks). However, observational material can provide illustrative 
documentation as to how these differences impact upon the child’s “real life” in terms 
of the quality of their relationships with peers and adults. Additionally, observations 
would provide supporting information regarding the child’s attachment status, 
specifically for the C2 passive/helpless subgroup of the ambivalent attachment 
category (See Pre-school Assessment of Attachment in this chapter for a definition of 
this group). The advantages of a multi-method approach have been recognised 
(Robson, 1993); indeed Dunn (1996) stressed the value of combining both 
experimental and naturalistic research to investigate the emergence of a theory of mind 
in the pre-school years. It is recognised that qualitative material restricts the 
generalizability of the results, and due to the time consuming nature of this form of 
data collection, the number of the final sample is relatively small. However, as a key 
aim of the research was to explore how the predicted association between attachment 
status manifests itself in terms of the quality of the child’s relationships the 
observational material is a primary facet of the study. Thus the quantitative aspect of 
the study was used to determine if there was an association between attachment status 
and theory of mind; the qualitative measures were conceptualised as exploratory with 
the aim of complementing, illuminating and potentially offering insight (Elliot, 1995) 
into the emergence of a theory of mind.
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3. Sample.
The final total of children participating in the study numbered 56, 28 girls and 28 boys. 
Age of participants altered across the data collection period (covering 6 months) 
ranging from 3 to 4+ years old, with a mean age of 3.7 at the commencement of the 
research. In addition, 8 adults consented to undertake the Adult Attachment Interview.
All the children attending the nursery were potential participants in the study bar two 
(one autistic and one developmentally delayed child) leaving a total of 65. Of this 
number, three refused from the outset to take part in any of the tests, and two refused 
after initial willingness. Two children left the nursery as their parents moved from the 
area, and a ftirther two were not available for the child attachment measure. The vast 
majority of the children were white, with one Asian girl and a mixed race Afro 
Caribbean/white boy.
All the parents with children attending the nursery were contacted by letter after the 
child measures had been collected re. the Adult Attachment Interview. Those who were 
interested returned a tear off slip in a pre-paid envelope with a contact number to 
provide them with more details, and a monetary sum was offered in recognition of the 
time and assistance they would be giving. The interviews were arranged and conducted 
in the adult’s home in order to ensure the parent was not inconvenienced.
This sample was potentially an interesting group to study. Clearly it was not a middle
class population, and although could not be classified as high risk, certainly had
additional stresses and problems. As such, with the paucity of research findings of this
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age group with a similar background using the SAT as an attachment measure, the 
generalizability of results remains open.
4. Pre-school measures: Brief summary.
4.1. Observational methods.
The ethnographic observations were directed at documenting the child's behaviour and 
interactions within the nursery, with the aim of providing a comprehensive account of 
each participant. On a rotating basis each child was observed with the details of their 
interactions recorded by note taking in a narrative form. The observations were 
influenced by two sources; firstly the established categories of behaviour and 
interactional patterns drawn from existing empirical attachment research and secondly, 
the identified strategies outlined in the Pre-school Assessment of Attachment (PAA) 
(Crittenden, 1995).
4.2. Experimental measures.
Emotion Perspective Task (Based upon Denham et al. 1994)
The child is required to infer the emotion states enacted by a puppet in conjunction 
with the researcher.
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False belief 1, (Bartsch and Wellman, 1989)
The child is requested to explain the behaviour of a puppet in reference to the 
character's inaccurate representation.
Ellie the Elephant (Harris, 1989)
The affective reaction of a toy has to be deduced on the basis of the character's 
thwarted desire.
False Belief Task 2, (Lewis and Osborne, 1990)
The child is requested to predict the response of a puppet on the basis of the character's 
false belief
The false belief tasks were separated in order of delivery to ensure the children did not 
merely repeat answers based upon a recognition of the task, rather than testing their 
understanding of the concept being examined.
4.3. Child attachment measure.
Separation Anxiety Test (SAT) (Slough et al. 1988 - Pictures, Coding manuals - 
Kaplan, 1985 and Resnick, 1993).
The SAT is a projective test that assesses children's attachment status based upon their
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responses to pictures depicting both severe and mild separations. Of key importance 
were the feelings stated, the justification for the emotions and the potential solution or 
coping strategy the children were able to envisage. Children were firstly asked to 
describe the feelings of the child portrayed in the picture, and then how the self would 
respond in the same context.
5. Adult measures: Brief summarv.
5.1. Adult Attachment Interview (AAI) (George et al. 1985)
A structured interview designed to probe the adult’s childhood attachment memories 
and the extent to which the individual is able to evaluate the impact of these 
experiences on their current functioning.
5.2. Reflective Self Functioning Scale (RSF) (Fonagy et al. 1996)
The Adult Attachment Interview in conjunction with the childhood attachment 
measure was used to assess the intergenerational transmission of attachment status, and 
the corresponding predicted association with the development of the child’s theory of 
mind. The Reflective Self Functioning scale is particularly appropriate in that it 
examines the degree to which individuals conceptualise others and the self in terms of 
thoughts, beliefs and desires, which may account for differences in their children's 
burgeoning mentalizing capacity.
Unless stated, all methods were subject to inter-rater reliability checks, additional
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coders’ blind to the results of other measures.
6. Procedures
Prior to the main study two separate pilot studies were undertaken in order to test the 
suitability of methods selected and to develop observational and note taking skills. 
Pilot study 1 consisted exclusively of observations lasting approximately 4 weeks in a 
privately run nursery in South London. Pilot study 2 took place in a nursery (again in 
the South London area) attached to a school, but managed separately, covering a period 
of two and half months. A number of observational methods were tried, including 
coding systems and the applicability of the PAA (Crittenden, 1995) in a naturalistic 
setting. However, ultimately a structured coding system with a checklist of pre­
determined behaviours was felt not to adequately capture the intention behind the 
observations in this study. Video recording children’s behaviour in the nursery was 
tried, with the aim of providing evidence of interactional patterns, material for analysis 
and inter-rater reliability checks. However, this method proved to be restrictive, 
limiting the focus of view and consequently many interesting exchanges outside the 
scope of the lens lost. Many children became self-conscious or agitated when they 
became aware of being recorded in this manner, often terminating unfolding incidents. 
In contrast, a proportion of children took this opportunity to perform, and although 
amusing and delightful to watch, were not relevant in terms of the stated aims of the 
observations.
The Family Systems Test (Gehring and Wyler, 1986) was piloted with this group,
designed to gauge cohesion and power division within families. It was initially
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considered to be a potentially useful method to determine whether a disengaged and 
enmeshed family structure would be associated with avoidant and ambivalent 
attachment respectively. However, this tool requiring children to place wooden figures 
together on a board to “make a picture of your family” proved incomprehensible to this 
age group, and was consequently abandoned. Importantly, a trial of the SAT was 
completed, aimed at ensuring that the pre-school child was able to generate a sufficient 
amount of narrative for analysis.
Training in the analysis of the AAI and the PAA (With Dr. P Crittenden, November, 
1995 and April 1996 respectively) and the SAT (with Dr. Gaiy Resnick, July and 
December, 1998) was undertaken.
The nursery in which the main study took place over a six month period was attached 
to and run by a primary school. Initial access was straightforward with the teacher in 
charge offering the nursery as a possible venue for the data collection. Additional 
permission to contact the parents of children attending the nursery was granted by the 
Head of the school, in the form of a letter circulated by the nursery staff at the 
beginning of the autumn term.
This letter, (sent out prior to Pilot study two), contained a brief summary of my
background and wish to carry out research, with a date on which I would be available
to answer aiiy parents’ queries. Unfortunately, prior to this point my supervisor
received an anonymous, abusive letter, rejecting any possibility of the research being
undertaken in the nursery. Immediately both the teacher in charge and the Head were
informed and sent a copy of the letter, and it was assumed such hostility from one or
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more of the parents would render data collection impossible. However, the prompt and 
supportive response of the Head, with the full backing of the Governors, was to write 
to all parents stating that such work was valuable and beneficial to the children. 
Furthermore, future objections to my presence within the nursery should be addressed 
to herself and the Governors. No other complaints were received during a one month 
“cooling off’ period, after which data collection commenced.
Throughout the study the welfare of the participants was paramount. Measures were
selected for their appropriateness for the age group and the ease with which they could
be used in the nursery (with minimal disruption to hoth children and staff). Particularly,
the use of soft toys and puppets for the experimental tests ensured that the children did
not feel they were being tested, making the experience as much ftm and as enjoyable as
possible. The order of the research was planned to take into account the importance of
children feeling comfortable and relaxed during the test period of the research. Thus
observations were undertaken first, familiarising the children to my presence.
Importantly, the observations were undertaken prior to the commencement of the
experimental testing, thus minimising the possibility of bias in the recording of the
participant’s conduct within the nursery. Before and between each test I took time to
play with the participants, either on a one-to-one basis or in group situations, with the
intention that the following tests would then be seen as a continuation of this play
relationship. Any child that expressed any reluctance or anxiety was not expected to
take part in the study. The SAT was purposefully the last measure, as it potentially taps
into difficulties in the child’s primary interpersonal relationship. By this stage, an
established relationship with the child would hopefully buffer against any anxiety that
may have been aroused by this measure. Importantly, following the SAT procedure
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time was spent with each child, returning with them to the main body of the nursery 
and ensuring they were happily engaged in play before departing.
Similar concerns for the adult participants were considered. Those parents who, after 
receiving additional details, agreed to take part, signed a consent form in which they 
were reminded of their right to withdraw from the study at any time (see appendix 1). 
Interviews were conducted in the participants' home at a time that was most convenient 
for them. The aim was to make the experience as informal and relaxed as possible, thus 
time was spent conversing with the parents, discussing how their child was faring in 
full time education. Similarly, after the interview, participants were encouraged to 
discuss the experience or any other issues that they wished, and my contact address and 
number were on their copy of the consent letter if they required further information or 
support. Anonymity was assured, and identification of individuals (as with the 
children) was mitigated against by the use of numbers to replace names. Finally, the 
research methodology received approval from the Roehampton Institute Ethics 
Committee.
A more “hands on” approach of talking to parents directly may have generated a better
take up rate. However, discussions with the nursery staff led to the conclusion that this
may have been unwise. Firstly, the anonymous letter signalled a suspicion of research
generally, and even though it was suspected that only one parent might have been
responsible, it was deemed prudent to maintain a low profile in the nursery. Secondly,
there were a group of parents capable of causing considerable disruption; for example,
a feud on the estate had led to open antagonism and hostility between the parents
outside the nursery building. This necessitated the school to hire a security guard and to
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stage the drop off and collection times to prevent an escalation of the on-going conflict. 
It was felt that a number of these parents might have found a request to be interviewed 
about their childhood intrusive, thus caution was deemed necessary to reduce the risk 
of parents withdrawing consent for their child to be included in the study.
7. The Setting.
The nursery and school was situated in a mainly white council estate in a deprived area 
of East London on the Essex boarder. There was a full time member of the teaching 
staff present, responsible for the organisation and planning. Additional staff included 
one full time and two part time nursery nurses, ensuring at least 3 adults were present 
each morning and afternoon session, in conjunction with a number of trainee nursery 
nurse students who attended throughout the course of the year.
The London borough in which the school is based has the lowest rate of adults
remaining in school over the age of sixteen of all London Boroughs. In turn, the
specific catchment area of the school has one of the lowest rates of adults over sixteen
remaining in education within the borough. Although specific details were not
available, a member of the teaching staff reported that the school had a high percentage
of children eligible for ftree school meals, coupled with significant number of SEN
designated children, with behavioural and emotional problems being paramount. The
family backgrounds of the children whose parents declined to be interviewed were not
available, and the school was reluctant to reveal personal details of those not explicitly
consenting to take part in the study. However, general information gained whilst based
in the nursery suggested that there was wide variety of home environments,
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encompassing married or cohabiting parents, and a high proportion of single parents. A 
number of children lived with both their natural mother and her present partner, or with 
regular contact with the mother’s current partner. The contact many children had with 
the absent father differed considerably, from weekly, fortnightly, monthly or 
intermittent visitation. For a number of children the staff stated there was signifrcant 
upheaval in their lives. For example, violence within the home, drug abuse within the 
home, both either in the past or ongoing, the breakdown of the parental relationships, 
continued acrimony and dispute between the parents, and for one child, the attempted 
suicide of her father.
8. Detailed rationale and scoring methods of the pre-school measures
8.1. Observations.
Introduction.
The observational material provides a rich source of information as to how the
disparate attachment histories impact upon the quality of the child’s relationships
beyond the parent-child dyad. In addition, the material was assessed to explore whether
the development of a theory of mind has a discernible impact upon the child’s
experiences in a naturalistic setting in an attempt to further illuminate the predicted
association between attachment theory and this important development. Based upon
the comprehensive review of attachment research, there is ample evidence to suggest
that there are identifiable patterns of outcome and behaviour for the three main
attachment groups; for example, in terms of the quality of peer relationships, the
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complexity of play, and on task behaviour. Data collected over the course of the 
observational period provided an opportunity to further explore these issues, 
specifically ascertaining whether any anomalies between existing research literature 
and the participants’ actual behaviour within the nursery arose. Due to the constraints 
of time, observational studies often take place over limited time periods and/or within 
the context of a laboratory setting. This study would therefore offer a unique 
opportunity to observe a large cohort of children for an extended period within a 
naturalistic setting. In a sense, to examine how performance on experimental tests 
influences and shapes the child’s life experiences.
On a rotating basis, several participants were selected each day to be the primary focus
of study, and the identified child was observed over the distinct episodes of the session.
For example, the entrance to the nursery and the location of their name card, the first
circle time, small group time, free play, structured staff led activities, story time, and
when visible, reunions with the parent. Due to the extensive length of the observations,
it was possible to compile a thorough profile of each participant, and although analysis
and interpretation were formally undertaken following the data collection, patterns of
behaviour that emerged were noted. The organised activities, circle time and the
children’s entrance to the nursery presented the opportunity to observe several children
concurrently, and during these key episodes it was possible to record the emergence of
patterns of behaviour, style of interaction and demeanour of the children. In addition,
naturally occurring incidents that arose involving children who had not been targeted
on that particular day were recorded, enabling a comprehensive coverage of all the
participants. No fixed time limit was set for the specific observations of each
participant, as to a certain extent the behaviour of the child and the activity they were
126
engaged in influenced the procedure. For example, during free play, a child who 
wanders around the nursery with no concentrated activity is more difficult to follow in 
contrast to a child who remains focused and stationary. The flexible approach allowed 
the dynamics of the children’s behaviour and relationships to be captured, and it was 
considered that a rigid timetable would potentially restrict the recording of 
spontaneously occurring incidents. However, a record of the time spent observing each 
child and in what situations was kept to ensure a degree of equality. It is recognised 
that observations can not be presumed to be wholly objective, and a risk of subjective 
bias is acknowledged. In addition, it is noted that the narrative accounts of the 
participant’s behaviour during the observations were influenced by the existing 
attachment research and the identified strategies of the Pre-school Assessment of 
Attachment (PAA, Crittenden, 1995).
Following the data collection, the analysis and interpretation of the children’s
behaviour and relationships was undertaken prior to the formal classification of
attachment. Furthermore, two established sources were drawn upon for the purposes of
interpreting the children’s behaviour, including existing research literature and the
PAA. Several aspects of the participants’ conduct were scrutinised, exploring the
patterns, quality and nature of their conduct and relationships. For example,
descriptions of high and low power interactional strategies were used to interpret and
classify behaviour; high powered strategies encompass the unilateral commencement
and termination of activities, disruptive behaviours, imposing the selfs will upon the
situation and a failure to co-operate. In contrast, low powered strategies include asking
questions, turn taking, role assignment and mutuality (Booth et al. 1991; Rose Krasnor,
1996). It was expected that these identified patterns could be related the child’s level of
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theory of mind development. Thus a child who is able to co-operate with peers, take 
turns and avoid conflict may be exhibiting the capacity to recognise and accommodate 
differing perspectives. Furthermore, the quality of play was investigated, considering 
whether children were able to focus and concentrate upon activities, self-direct and 
organise, and engage in independent activity (Matas et al. 1978). The extent to which 
peers were involved in games, if play was group centred, parallel or solitary was further 
envisaged to reveal disparate patterns. Pretend play is perceived to be particularly 
salient in terms of theory of mind development in that it provides the child with the 
opportunity to explore alternate versions of reality (Leslie, 1987, 1988; Pemer et al. 
1987; Fonagy and Target, 1997). Therefore assessment was based upon the quality and 
length of the pretend episodes, if they were solitary or elaborated upon with peers, if 
the play was characterised by functional activities or incorporated themes and fantasy 
figures (Slade, 1987; Allesandri, 1991,1992; Meins, 1997).
The decision to base the analysis of the participant’s behaviour on the established
categories identified in attachment literature and the PAA was to ensure that not only
were observable differences noted, but also to investigate the possible underlying
strategy or purpose of any given set of actions. This conceptualisation was informed by
the reported findings of two areas of attachment research. Firstly, the reported difficulty
of discriminating between the three attachment groups by direct observations alone (for
example, Frankel and Bates, 1990 and Booth et al. 1991); secondly, the failure of direct
observational measures of sensitivity to fully account for the concordance between AAI
and SSn classification (George and Solomon, 1989; van Uzendoom, 1995a; van
Uzendoom et al. 1995; Belsky, 1997; Fonagy and Target, 1997; Thompson, 1997). The
latter finding was seen to offer a solution for the first; in terms of the issue of
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sensitivity Fonagy et al. (1994) argued that two factors are normally intertwined, the 
provision of loving care, and the capacity to recognise the inherent individuality of the 
infant. It is the latter aspect that is seen to engender both secure attachment and theory 
of mind development, which is interpreted as drawing attention to the meaning the 
caregiver imparts to the child through their actions, rather than a focus upon the 
observable. The identified strategies of the PAA were perceived to perform an 
analogous role, emphasising the underlying meaning and function of the visible 
behaviours and style of interaction. Thus by capitalising on both these sources of 
information in the interpretation and analysis of the observational material it was hoped 
that a comprehensive and detailed understanding of the participant’s behaviour would 
be feasible.
The Pre-school Assessment of Attachment (PAA)
Crittenden, 1995 coding manual).
Rationale.
The PAA (Crittenden, 1995) was originally designed to extend the use of Strange
Situation protocol (Ainsworth et al. 1978) into the pre-school period, elaborating upon
the coding system to more accurately capture separation and reunion behaviour of the
pre-school child. Within this context, Crittenden and Claussen, (1994) reported that
categorisation was meaningfully associated with a variety of measures. For example,
secure attachment was related to marital stability, cohesive and adaptive family
functioning characterised by high levels of warmth and support, and no evidence of
maltreatment; in addition, securely attached children exhibited the lowest levels of
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behavioural and mental health problems. In contrast, children with an avoidant 
attachment history originated from families demonstrating rigidity, disengagement and 
chaos, and were typified by the highest reported levels of all forms of maltreatment. 
Notably, mothers of avoidant children perceived them to be socially withdrawn, a 
perception that was not shared by the researchers; the authors suggested that this latter 
finding reveals the avoidant child’s predisposition to form affiliatative relationships 
outside the attachment dyad. Finally, children classified as ambivalent were often 
receiving treatment for mental health problems, specifically for behavioural and 
anxiety related difficulties. These children were described as “intense and self centred”, 
with the restricted focus upon the attachment relationship severely restricting their 
ability to engage with others either socially or academically.
A study by Teti and Gelfand (1997) ftirther validated the PAA, reporting clear
associations between the three main attachment categories and a variety of measures of
caregiving, child behaviour, and maternal psychosocial functioning, controlling for
maternal education and family income. Furthermore, as predicted by Crittenden, there
was a movement in the distribution of attachment categories during the pre-school
period, with a substantial increase in the number of children categorised as ambivalent;
thus 25.9% were secure, 22% avoidant and 31.5% ambivalent (Teti and Gelfand,
1997). Similarly, in a comparison of attachment classification with the SSn at 18
months and the PAA at 30 months. Fagot and Pears (1996) noted a synonymous
movement between the categories; at 18 months, 9 out 96 children were ambivalent,
whereas at 30 months this had risen to 35. Furthermore, movement between the three
attachment categories followed a distinct pattern; previously classified avoidant
participants were re-categorised as ambivalent, whereas there was no recorded
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movement from ambivalent attachment towards secure or avoidant. Finally, those 
children who were previously designated as secure and then subsequently re-classifred 
as ambivalent, had all experienced signifrcant upheavals or changes in the family 
during the interim period.
As noted, the classification protocol was designed to be applied to a structured 
separation and reunion procedure; however, Crittenden (personal communication, 
1996) stated that the strategies and behaviours identified by the revised coding system 
could be applied to a naturalistic setting, providing a substantial number of episodes 
were recorded. In this respect, although attachment classification would be based upon 
the participants’ responses to the SAT, the observations were perceived to be 
particularly relevant in the identification of the helpless and passive ambivalent pre­
schooler (a 80% reliability rating for identifying the ambivalent strategy was achieved 
during the PAA training course). In contrast, it was predicted that discriminating 
between the avoidant and secure child within a nursery context would prove to be more 
complex.
Description and analvsis.
The PAA system is founded upon the categorisation system of the SSn, and hence pre­
schoolers are classified as either balanced (secure), defended (avoidant) and coercive 
(ambivalent); the altered terminology captures the distinct strategies utilised by the 
child in the maintenance of the attachment relationship. Following a brief description 
of the distinct strategies within the separation-reunion paradigm, the patterns of
behaviour anticipated to materialise within the nursery setting are detailed.
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• Securely attached Pre-schoolers are termed Balanced (B), whose attachment 
relationship is characterised by psychological intimacy (Crittenden, 1995); thus 
attachment needs are communicated openly, premised upon the expectation of an 
appropriate and sensitive response. It was expected that within a nursery setting 
these children would maximise learning opportunities by actively and 
constructively utilising the resources available. The conduct of the secure child 
was expected to be epitomised by independent exploration, and although the staff 
were expected to be relied on as an additional resource and as a source of support, 
the relationship would not be characterised by dependency. Mutuality and co­
operation were expected to be the hallmark of the secure child’s peer relationships, 
displaying an ability to re-direct activities during periods of dispute and to 
incorporate the suggestions and ideas of peers into ongoing activities. In sum, 
secure children were envisaged to exhibit a balance between assertiveness and 
compromise in their interactions with others.
Bl-2 Reserved.
Reserved children exhibit self-reliant behaviours during the SSn procedure, hence the 
open expression of attachment needs is somewhat restricted. However, the child- 
caregiver relationship is characterised by reciprocity and mutuality, and there is 
increased contact seeking following the second separation. In a nursery setting these 
children were anticipated to be self-sufficient and less dependent on staff or peers, with 
a predisposition towards engaging in constructive, independent, and, to an extent, 
solitary pursuits.
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B3 Comfortable.
Children within this category exemplify the noted characteristics of secure attachment 
contained within the literature. The attachment relationship epitomises Bowlby’s 
(1969) concept of the goal corrected partnership, characterised by a balance between 
the open and clear communication of attachment needs and independent exploration of 
the environment. Within the context of the nursery these children were anticipated to 
embody the positive behaviours and interactional styles described in the above 
introduction to the secure category
B4 Reactive.
The relationship with the primary caregiver has a distinctive anxious quality, with 
evidence of fear, helplessness or anger in the child’s behaviour. During the course of 
the separation and reunion episodes of the SSn procedure there are indications of 
resistance; however, ultimately there is open negotiation, with the child’s attachment 
concerns clearly expressed and acknowledged by the parent. These ambivalent 
characteristics were predicted to translate into lower levels of autonomy and a degree 
of helplessness in the nursery context. Thus these children were anticipated to be more 
dependent on staff to organise activities and to exhibit lower levels of purposeful and 
proactive behaviours.
• The defended (A) pre-schooler’s behaviour is organised to maintain proximity to
the caregiver, but to avoid intimacy and closeness. In order to achieve this goal, the
child adopts the role of a watchful observer inferring the intentions and plans of the
parent. Both parties collude (although not consciously) to deflect attention away
from the inherent difficulties within the relationship by focusing upon activity at
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the expense of emotional openness.
Al-2 Inhibited.
These dyads are distinguished by the discemibly restricted communication of the fears 
or concerns aroused by the separation episodes. As stated, the interaction is dominated 
by the illusion of closeness, thus false positive affect is displayed and interaction or 
play tends to be academic and functional, with both parties exhibiting an overbright 
enjoyment of the proceedings. At the point of separation and reunion the child becomes 
overly interested in toys or objects, and fails to seek eye contact with the caregiver. On 
reunion, approach is initiated by the invitation to play or through the offer of a toy, 
often presented in such a way that it blocks the line of vision between the child and the 
caregiver. It was expected that the majority of the avoidant children would be 
categorised as Al-2, as the following two categories are normally associated with 
clinical populations. The underlying strategy within a nursery context was predicted to 
be displayed in a variety of ways; for example, it was presumed that these children 
would engage in group orientated games, where the focus is upon action, rather than 
more intimate play within dyads. In this context, involvement with peers would be 
characterised by high levels of positive affect and parallel play, with a restricted 
amount of joint planning. Play was anticipated to be of a poorer quality, with a 
limitation upon the resources utilised, and shorter and less concentrated episodes of 
constructive activity, particularly during solitary play. In addition, it was considered 
feasible that avoidant children could display disruptive and hostile behaviours towards 
peers, and would require greater supervision from the staff. Mirroring the interaction 
within the caregiver-child dyad, play was expected to be instigated through the medium 
of toys or the proposal of a game.
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A3 Compulsive caregiving.
The compulsive caregiving strategy develops in the context of adverse home 
environments as an adaptive and protective response to the probable risk of neglect by 
typically unresponsive caregivers. In the context of the SSn procedure these children 
transform negative affect into displays of false positive affect, in conjunction with the 
enactment of nurturing behaviours in the presence of the caregiver. The caregiving 
supplied by the child is exemplified by an absence of intimacy and restricted physical 
proximity, with attention directed towards activity. During the parental absence the 
child becomes overtly distressed, and yet on reunion the expression of attachment 
needs and the intense anxiety is immediately terminated, and once more the child 
attends to the parent.
A4 Compulsively compliant.
As with the above category, the compulsively compliant strategy functions to protect 
the child fi*om predictably hostile caregivers; in order to decrease the risk of inciting 
aggression the child engages in the constant and vigilant monitoring of the parent via 
peripheral vision. The affective expression of the child remains static and muted as a 
method of deflecting attention away fi*om the child’s presence; only during the parent’s 
absence is the underlying anxiety and fear revealed.
• During the pre-school period the ambivalent category is designated as Coercive 
(C), a title that accurately captures the pattern of behaviours employed by the pre­
schooler to ensure a degree of unpredictability firom their inconsistent caregivers. 
The alternative displays of anger or coyness creates the dynamic whereby the
caregiver is forced to attend to the child. Hence these dyads are characterised
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heightened and exaggerated negative affect, both parties unable to resolve the 
ongoing cycle of conflict. Fundamentally, the strategy is all consuming and 
channels the child’s attention towards the relationship, mitigating against self­
directed exploration and play. Furthermore, the parental use of false cognition that 
is deployed to mislead and distract only serves to fuel within the child a feeling of 
unpredictability and an inherent lack of trust. It was predicted that the majority of 
the identified coercive (ambivalent) children would be categorised as either Cl 
threatening or C2 disarming; although it was feasible that a minority of the 
participants within this category could demonstrate a more pronounced pattern 
characteristic of the C3 and C4 subcategories.
Cl Threatening
Children in this category predominantly exhibit the angry face of the coercive strategy, 
and are typically obstructive and discontent in the presence of the caregiver. However, 
when the negative affect of the child is matched by the caregiver, disarming and coy 
behaviours are exhibited. In the nursery these children were anticipated to demonstrate 
a confrontational, obstructive and conflicted interactional style of behaviour with peers 
and staff. Such a strategy was anticipated to be evident in a failure to co-operate and 
engage constructively with peers, and the use of high powered tactics to achieve 
personal goals. In addition, the doubled sided nature of the coercive pattern was 
expected to be revealed in the display of coy and disarming behaviours, primarily 
evident in the presence of staff as a method to deflect negativity.
C2 Disarming.
The disarming coercive pre-schooler engages in the identical strategy utilised by the
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angry Cl child, but predominantly exhibits coy and helpless behaviours, thus appear 
incompetent and immature. Visible evidence of the underlying anger is intermittently 
displayed, usually when the caregiver’s attention is diverted away from the child. It was 
predicted that the coercive child’s incompetent and helpless behaviours would be easily 
discernible within a nursery setting. A prominent theme in these children’s conduct 
was anticipated to be a marked lack of self-initiated activity and independent 
exploration, high levels of dependency on the staff and the minimum of contact with 
peers. These features were presumed to be indicative of a failure take responsibility for 
the self and to initiate purposeful action. However, aggressive and hostile acts directed 
towards peers were expected to be in evidence, once more revealing the double sided 
nature of this strategy.
C3 Aggressive and C4 Feigned Helplessness.
The identical strategies of the above Cl and C2 child are demonstrated by the 
aggressive and feigned helpless preschooler; the disparity emerges in the intensity of 
the behaviours, which are considerably more pronounced in the latter two 
subcategories.
8.2. False belief tasks.
(Bartsch and Wellman, 1989; Lewis and Osborne, 1990).
Introduction.
These tasks gauge the extent to which the child is able to comprehend that people may
hold false beliefs and will act upon these beliefs, assuming that they are true
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representations of reality. Test one asks the child to explain the character’s behaviour 
based upon a falsely held belief, whereas test two requires a prediction. By comparing 
the results of each individual child's performance across these two differentiated 
formats, it will be possible to ascertain whether task style effects the pass rates, and if 
the child’s performance is consistent across the disparate formats. Each test was 
administered twice, following the same protocol but using different materials. From the 
comprehensive review of the research examining theory of mind development the false 
belief task, in a variety of forms, has been established as a reliable and valid means of 
testing representational understanding (Pemer, 1988; Astington & Gopnik, 1991a).
Rationale.
The principle objective of the thesis was to examine the growing interest in the links 
between children’s social and emotional development and cognitive development, in 
this case the development of a theory of mind traditionally measured by the false belief 
task (Dunn, 1996; Fonagy, 1996; Fonagy and Target, 1997). Many theorists view the 
understanding of the representational nature of the mind as a developmental milestone 
that is crossed sometime after the child’s fourth birthday. As outlined earlier, prior to 
this age the younger child fails to predict a character’s action based upon a false belief, 
providing instead an egocentric answer reflecting their own knowledge. It is argued 
that the failure on the false belief test indicates an inability to conceptualise that beliefs 
are merely representations of reality, the child presumed to be operating upon a more 
simple one-to-one correspondence framework.
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However, as discussed earlier, alterations to protocol reveal that children below the 4 
year old threshold can and do have a capacity to understand false belief. Similarly, 
research undertaken in naturalistic settings or focusing upon the facilitative role of 
siblings have additionally confirmed that the younger child is capable of inferring and 
acting upon the beliefs and desires of other family members (Dunn and Munn, 1985; 
Dunn et al. 1991; Pemer, 1994; Jenkins and Wilde Astington, 1996). Complementing 
the advances in the pre-school child’s reasoning abilities is Bowlby’s (1969) concept of 
the goal corrected partnership that emerges between 3-4 years old, when the secure 
child begins to consider the caregiver’s separate intentions and aims. Significantly, it is 
precisely the emergence of this early mentalizing capacity, seemingly captured by the 
goal corrected partnership, that is a prerequisite for success on false belief tests. 
Differences in the two insecure categories and test performance is expected; in 
particular, the ambivalent child’s rejection of cognition, (based upon a history of 
inconsistent and unpredictable caregiving and the parental use of false cognitions), a 
bias towards affect and a focus on the self, are foreseen to hinder the emergence of 
mentalistic reasoning. In contrast, the avoidant preschooler has been reported to be 
cognitively competent (Crittenden, 1992b; Crittenden and Claussen, 1994; Fagot and 
Pears, 1996), and within the attachment relationship are predisposed to infer the 
intentions of their caregiver. These integral features of the avoidant strategy are 
predicted to enhance this groups test performance, specifically as the false belief 
measures do not focus upon interpersonal issues.
The primary concern during the selection process of the false belief tests surrounded
the age of the participants. Many of the of the children in the sample at the time of
testing were younger than four years old, thus it was imperative not to confound the
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child’s cognitive capability with a possible attachment association. Therefore it was 
necessary to include tests that were suitable for younger children, but still tested the 
child’s understanding of false belief. As detailed previously, alterations to the standard 
forced choice prediction tests make it more explicit to the child exactly what they are 
being asked, testing in a sense what they can do rather than highlighting limitations. 
Lewis and Osborne (1990) argued that the standard false belief tests were too complex 
linguistically; thus, by adding a temporal reference to the false belief question in the 
Smarties test (Pemer, et al. 1987), the pass rate of three year olds was 69% and 65% for 
the self and other attribution of false belief respectively, in contrast to a success rate of 
only 33% and 15% using the standard format. Similarly, Bartsch and Wellman (1989) 
asked the child to explain the actors actions rather than requiring a simple prediction of 
where the protagonist would look; with this revision 71% of the pre four year olds 
passed, compared to a 75% failure with the traditional question. In addition, high inter­
rater reliability rates of 95% were reported in the latter study that requires a degree of 
interpretation of the children’s explanations. As discussed earlier, the authors argued 
that it is precisely the forced choice of prediction that creates difficulty for the three 
year old, who then may revert to egocentric thinking based upon the assumption that 
people generally act to fulfil their desires.
However, there are those who maintain that until a child is able to accurately infer the
false belief in the context of the standard prediction test, (i.e. where Maxi will look for
the chocolate bar), attribution of a theory of mind is premature (Pemer, 1988).
However, it is suggested that that if a child does not have the underlying cognitive
capacity, no number of alterations to the test protocol would result in an accurate
response. Possibly, if insecure children were unable to pass tests that have been proved
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to be well within their age groups capacity, this would strengthen the predicted 
association between attachment and mentalization. Finally, it was anticipated that the 
prediction format of the Lewis and Osborne (1990) test would prove to be more 
challenging in contrast to the explanation of behaviour demanded by the Bartsch and 
Wellman (1989) design
Description and scoring.
Test one:
(Bartsch and Wellman, 1989)
For all the following tasks the participants were taken into a quiet area of the nursery to 
avoid interruptions. The puppet used was "Sooty" which was a well known television 
character to the children.
Children were shown two boxes, one a standard plaster container, and the other a plain 
box of the same size.
Question. “Which container do you think the plasters are in?”
Child points to the plaster box, which is empty, and are then instructed to look in the 
plain, unmarked box, which unexpectedly contains the items.
The child is then introduced to the puppet, who immediately starts looking in the 
empty, but marked container. The child is then asked to explain the puppet’s 
behaviour.
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Question. “This is Sooty, and he has cut his hand and wants a plaster. Why do you 
think he is looking there?” 
prompt: “What does Sooty think?”
Question. “Where are the plasters really? Where will he find them?”
This was repeated with different materials, including a crayon box and unmarked 
container of the same size.
The child “passes” if they make reference to the puppet’s mistaken belief as to the 
contents of the container, including prompted answers not produced spontaneously by 
the child.
Test two.
(Lewis and Osborne, 1990).
In the original format of the test the other false belief question was put as “What would
your friend think ?” The puppet "Sooty" was substituted due to its popularity with
the children in the Bartsch and Wellman test.
The child is shown a well known sweet container (Smartie tube).
Question. “What is inside this?” (understanding)
Child's response.
The child is instructed to open up the container, which holds paper clips. Close the 
container.
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Question: “Can you remember what was inside the box?” (memory)
Question. “What do you think was inside before you opened it?” (own false belief) 
Child's response.
Question. “Here's Sooty, what will he say is inside before he takes the lid off and looks 
inside?” (other false belief)
Child's response.
Again this test was repeated using a different sweet container, this time filled with 
marbles.
The scoring of this test was on a simple right/wrong basis, thus only if the child 
mentions the original contents of both containers, (i.e. Smarties), contrary to their own 
knowledge, did they pass. As this was not open to interpretation, unlike the explanation 
format of Bartsch and Wellman protocol, an inter-rater reliability check was not 
necessary.
8.3. Emotion perspective taking and desire-reasoning tests.
Introduction.
Emotion perspective and desire-reasoning tests tap into children’s ability to predict the
affective response of another individual elicited by a situation, to which their feelings
may differ. Initially, the results of both tests were to be analysed and associations
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between theoiy of mind results, affective perspective taking and attachment status 
assessed. However, only the Harris test will be included in the statistical analysis, 
whilst the Denham et al. procedure provides more illustrative information. The reasons 
for this will be outlined prior to a description of the latter test. These two further 
experimental measures were included for both theoretical and procedural reasons. 
Firstly to ascertain whether the ability to accurately predict a character’s affective 
response to a situation is associated with attachment status and theory of mind 
competency. Secondly, Denham’s emotion perspective task requires the child to 
recognise and label emotions and to predict a character’s response (both the same as, 
and different from the child’s reaction) in a variety of situations. The ability to 
accurately assign an affective response to the puppet in this context would be compared 
to the child’s capacity to openly discuss their feelings aroused by the separations 
depicted in the Separation Anxiety Test (SAT). Any discrepancy across these two 
measures could prove to be illuminating. What if, for example, a child was able to 
appropriately attribute feelings to the character in the perspective task, yet had 
difficulty in providing feeling states in response to the SAT. This could suggest that 
although the child was competent in recognising different affective responses, there 
were particular attachment related difficulties when the context focused upon 
interpersonal relationships. In terms of procedure both tasks acted as a buffer between 
the two false belief tests that share a similar protocol based upon unexpected or 
missing contents of the containers used in the tests.
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Rationale.
The emotional perspective test was included to further examine differences in 
children’s perspective taking ability, and to ascertain whether there is an additional 
association with attachment status. Attachment theory predicts that children with 
disparate interpersonal experiences with their primary caregivers have varying access 
to discussion and accurate information ahout affective states of the self and others. 
Indeed evidence does suggest that there is an association between the discussion of 
causality and feelings within the family and emotion perspective taking skills 
(Denham, 1986; Dunn et al. 1991a&b; Denham et al. 1994; Harris, 1994; Dunn, 1996; 
Jenkins and Wilde Astington, 1996; Slomkowski and Dunn, 1996). Both measures 
employed in this study have been established as appropriate and valid method of 
testing this ability in young children.
Description and scoring.
Emotion perspective task.
(Based upon Denham, Zoller and Couchoud, 1994).
The emotion perspective test is designed is to establish the participants’ awareness of 
divergent emotional reactions to specific situations. A Puppet is used to enact a series 
vignettes, which in half of the vignettes the expressed emotion of the puppet is 
identical to that of the child, whereas the in remaining scenarios the puppet enacts an 
emotion that is in direct contrast to the child’s stated response.
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Protocol.
Whilst the children were drawing pictures of their family they were asked a series of 
questions to ascertain: their favourite toys and preferred television programme, how 
they felt coming to the nursery or when having an ice-cream/lollipop in the park, their 
favourite occupation in the nursery, what they liked playing with in the nursery garden, 
and how they felt if they heard a scary loud noise, or woke up having a bad dream. For 
questions that did not require an emotion response children were additionally asked 
how they would feel, i.e. when playing with their favourite toy. In Denham et al. (1994) 
the parents were asked for their child's normal response in a given situation, however, 
in light of the concerns and difficulties faced with involving the parents, this procedure 
was not feasible. The parental non-involvement did restrict the type of vignettes 
developed as the children had to be questioned directly to obtain this information, and 
consequently, the reliability is open to question. Rather than abandon the test, it was 
felt useful information could still be gleaned as to the level of the child’s ability to 
recognise a range of emotions and accurately attribute affective states in given 
situations. As the SAT requires children to provide an affective response to 
separations, discrepancies between these two contexts could be illuminating. As 
discussed previously, a child who is competent in recognising emotions as acted out 
with the puppet in combination with facial and vocal cues, but appears unable to 
express open feelings in the SAT, is not doing so due to a lack of understanding of 
differing affective states.
Based upon the information provided by the children, 8 vignettes were developed and
presented to the child using the puppet Sooty. Prior to the actual test a warm up
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exercise was undertaken to ensure the children were able to recognise the four basic 
emotions. This involved each child being asked to show the examiner a happy, sad, 
angry and scared face; after this the examiner enacted the same emotions with the 
puppet using the standardised facial and vocal cues described below (Denham et al. 
(1994). Following this the children were asked to label the enacted emotions to ensure 
that they could link the appropriate affect to the demonstration.
EMOTION PUPPETEER'S FACIAL CUES.
Happy Broad smile, wide eyes
Sad Eyes and mouth down turned
Angry Eyebrows down, frowning, pursed lips
Afraid Eyes wide, mouth gaping
EMOTION PUPPETEER'S VOCAL CUES
Happy Relaxed tones, "sing song" voice
Sad Whiny, crying tone
Angry Growling, clipped, muttering voice, surly
Afraid High pitched, unfaltering tone
EMOTION HAND PUPPETS BODY MOVEMENTS
Happy Bouncing around, arms open, dancing
Sad Head down, moving slowly, wiping eyes
Angry Clenched up
Afraid Hands up in the air, still and stiff
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For scenarios 3 , 4 , 5  and 7 the puppet and researcher expressed the same emotion as 
the child, hi 1,2, 6 and 8 the opposite feeling of the child was displayed.
The eight vignettes were.
1. This is Sooty and he is going to nursery today, how does he feel?
2. Sooty is in the nursery now and he is playing with/in X. How does Sooty feel?
3. Sooty has now gone outside and he is playing on/with X? How does he feel?
4. Sooty has now gone to the park and is having an ice-cream/lollipop, how does he 
feel?
5. Sooty is lying down and going to sleep. But while he sleeps he has a horrible bad 
dream that wakes him up. How do you think he feels?
6. Sooty has just heard a scary loud bang! How does Sooty feel?
7. Sooty is playing with X (favourite toy) at home, how does he feel?
8. Sooty is watching X (favourite television programme or video), how does Sooty 
feel?
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Scoring.
The scoring system was slightly altered from that proposed by Denham et al. (1994); 
the child was awarded 3 points for an accurate response to the scenarios where the 
puppet’s expressed affect was the opposite of the child’s predicted response, 2 points 
were awarded for correctly identifying the affect that coincided with the child’s feeling 
state, and 1 point if the emotion fell on the correct side of the positive/negative 
dimension.
Children were then awarded an overall score out of a maximum of 20.
Ellie the elephant 
(Based upon Harris, 1989).
This test is designed to investigate whether a young child is able to predict that an 
individuals’ desires will influence their affective reaction, in particular when the child’s 
preference is in opposition to the character of the story.
Protocol.
The child is first asked to state their preferred choice of drink, either coke or milk.
Following this the two protagonists are introduced, Ellie the elephant, and Mickey
monkey. The child is told that Ellie is very thirsty and has her favourite drink, (a glass
of milk or coke, whatever is the specific child’s favourite) waiting for her. However,
when she is not looking, naughty Mickey empties out the glass of milk, and replaces it
with the alternative choice of refreshment.
1 4 9
Question. “How will Ellie feel when she tastes the drink?”
Repeat the scenario, but for second test the toy's favourite drink is the opposite of the 
child’s stated preference. The child is seen to pass the test only if they are accurate in 
predicting the toy’s reaction when their preference is at odds with the story character.
8.4. Separation Anxietv Test
(Hansburg, 1972; Klagsbrun and Bowlby, 1976; Kaplan, 1985; Resnick, 1993- coding 
manuals, Slough et al. 1988- pictures).
Introduction.
This test was designed to assess how children aged between four to seven years old 
respond to separations from their parents in various contexts. The original format was 
developed by Hansburg (1972) for use with adolescents aged between eleven and 
seventeen years old, based upon twelve pictures that depicted either the child leaving 
the parent or the reverse. These drawings covered a range of possible separations, from 
those which were likely to be common, i.e. bedtime, or being left at school, to the more 
extreme, such as a child departing to live with their grandparent permanently or the 
mother being admitted to hospital in an emergency. The test was later modified by 
Klagsbrun and Bowlby (1976) for use with younger children, comprising of a series of 
six photographs on which the Seattle SAT is based (Slough et al. 1988).
There are two sets of pictures allowing children to have images of a same sex child, but 
remain identical in all other respects.
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Rationale.
The SAT, as modified by Klagsbrun and Bowlby for use with children aged 4-7 years, 
has been successfully used as a tool to measure attachment in the pre-school child 
(Shouldice and Stevenson-Hinde , 1992; Fonagy et al. 1997). As a method it has a 
moderately high correlation with separation-reunion measures, both longitudinally and 
concurrently (Main et al. 1985; Shouldice and Stevenson-Hinde, 1992). In the Main et 
al. study, the capacity of children to articulate emotionally open answers and provide 
constructive coping strategies in response to the SAT pictures at 6 years, was 
associated with secure attachment previously determined at 12 months. Similarly, 
Shouldice and Stevenson-Hinde (1992) found that pre-school children’s behaviour in a 
separation-reunion format was meaningfully related to the quality and pattern of their 
responses to the SAT. Notably, the resistance of the ambivalent child during separation 
and reunion was manifested in a physical manner during the test, and it was only this 
attachment category that was linked to overt disobedience, interruption, and “babyish” 
behaviour on task. Importantly, the results were not associated with the child’s overall 
intellectual ability as measured concurrently with a vocabulary test.
Other evidence of the pre-school child’s ability to understand and discuss attachment 
issues with pictures and prompts is derived from their performance on similar story 
completion tasks. Here the young child is perfectly competent in labelling emotions 
and suppressing negative affect when in the presence of an adult (Cole et al. 1986). The 
attachment story test designed by Bretherton et al. (1990) further illustrates the pre­
school child’s intellectual capacity to understand and complete vignettes using doll
characters; the roles of characters, including the mother and father were differentiated,
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and a range of feelings and solutions were discussed by children as young as 3 years 
old.
There are other systems available for a more direct measure of the attachment 
relationship, for example, the PAA (Crittenden, 1995), based upon the protocol of the 
SSn, with a revised coding system to take into account maturational developments. 
Alternatively, long separations of up to 1 Vz hours, which analyse the separation and 
reunion behaviours in order to determine attachment status have also been used 
successfully (for example coding systems developed by Cassidy et al. 1987, cited in 
Bretherton et al. 1990; or Crowell et al. 1988, cited in Mizuta et al. 1996). However, 
practical and logistical reasons negated the use of such methods in this study. These 
systems require the parent and child to visit a laboratory setting, which in this study 
would have required the dyad to travel for over 2 hours across London. In addition, 
such measures require the co-operation of the parent, and as described earlier, with the 
difficulties encountered with access to the nursery, it was considered that this was 
unlikely to be forthcoming. The SAT itself is an easy and relatively quick test to 
administer, ensuring the child would not need to be withdrawn from the main nursery 
setting for any lengthy period. Furthermore, training opportunities for this methodology 
were available. For these reasons, and the validity and appropriateness of this method 
for the pre-school child, the SAT was deemed to be the most suitable measure of 
attachment for the purpose of this study.
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Description and Analysis
The six separation scenes depicted in the photographs are:
1. Parents go out for the evening, leaving the child at home.
2. Parents go away for the weekend, leaving the child with their aunt and uncle.
3. Child's first day at school; moment of parting from the mother.
4. Parents go away for two weeks; prior to their departure they give the child a gift.
5. Park scene; parents tell the child to play alone whilst they talk.
6. Mother tucks the child up in bed and leaves the room.
(See appendix 2 for the pictures used in the study)
The pictures are designated as either severe or mild, depending upon the probable 
separation distress the image would arouse. Pictures one, two and four are severe, 
three, five and six are mild.
Prior to the test, the children were encouraged to play with the tape recorder, pressing
the buttons and recording their own voices, with the intention of making the whole
experience more like a game than a test with right or wrong answers. The procedure
was explained with a standard introduction, which is as follows:
1 5 3
“Sometimes parents have to go away for a little while and leave their little girl/boy. I 
would like to know how children feel when their parents leave. Some children feel 
happy, some feel angry, some feel scared and some feel ok. I would like you to help me 
know how little girls/boys feel. I am going to show you some pictures and ask you 
some questions.”
Following this, each picture was shown to the child with an explanation of the 
contents, after which the child was then asked a series of questions.
How does the little girl/boy feel?
Why does the girl/ boy feel ?
What's the little girl/hoy going to do?
Anything else?
The same questions were then repeated, this time in reference to the child’s feelings 
and responses.
How would you feel?
Why would you feel ?
What would you do?
Anything else?
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In assessing the answers, particular attention was focused upon the openness of the 
feeling, how the child justified the emotion, and finally the coping strategy utilised to 
deal with the separation. As Kaplan (1985) stated the aim is to assess the “balance 
between self exposure and containment” (p3).
The actual analysis was based upon two coding schemes designed by Kaplan (1985) 
(outlined below) for the pre-school child and Resnick (1993) primarily designed for 
early adolescence. Originally the SAT responses were analysed using Resnick’s (1993) 
coding scheme with on-going revision to take into account the younger age of the 
participants. However, it was found that many of the nine scales were difficult to apply 
to this age group, and were not appropriate or effective in assessing attachment status. 
Thus the Kaplan rating system provided the guidelines, but each child was classified as 
either secure, dismissing or preoccupied as described in Resnick (1993). A primary aim 
of the study was to differentiate between the avoidant and ambivalent child’s success 
on the theory of mind tasks, and it was predicted that ambivalent children would face 
greater difficulties in this area. Therefore, it was important to differentiate between the 
two insecure groups, not feasible with the Kaplan system. As the analysis involved a 
combination of coding schemes, inter-rater reliability was of prime concern. Thus a 
selection of all attachment groups were additionally analysed by Resnick and a 
colleague trained by Resnick, both blind to the results of the other measures.
Evidence fi-om other studies also proved illuminating in order to differentiate between
the attachment groups. As stated, Shouldice and Stevenson-Hinde (1992) noted that the
ambivalent child manifested their discomfort aroused by discussing attachment issues
in a physical manner, a strategy not employed by the avoidant child. This latter point
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compliments Crittenden and Claussen’s (1994) description of avoidant children as 
“good” and compliant, thus in the SAT the pattern is of withholding rather than 
obvious physical disruption. Other characteristics of the ambivalent child reported by 
Cassidy (1988, cited in Shouldice and Stevenson-Hinde,1992) were a preoccupation 
with the body in combination with somatic and passive solutions. One possible 
difficulty envisaged was differentiating between a passive response (the ambivalent 
“helpless pattern”) and one typified by withholding (typical of an avoidant child). At 
this age, it seemed plausible that a young child with a helpless ambivalent attachment 
status may provide little content, indicative of a failure to envisage a self-initiated or 
purposeful course of action due to an exaggerated dependency on the caregiver. 
Observations based upon Crittenden’s (1995) PAA, description of the helpless strategy 
would therefore inform classification of this category.
Kaplan’s (1985) system assesses the level of emotional openness and the quality of 
solutions provided.
• Emotional Openness.
9. Very secure.
Distinct features of this category are:
a) The ability to provide open emotions, for example, sadness, anger, being afiraid or 
lonely, combined with a relevant justification for the feeling.
b) Solutions are constructive, either play, support fi-om others or reuniting with the
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parents; any anger that is expressed remains contained and restricted to the separation 
itself.
c) The child co-operates with performing the task, and shows minimal resistance to 
answering the questions.
d) There is a sense that the child is open and free in sharing their feelings and thoughts, 
providing a clear image of the self.
7. Secure
Although these children are still classified as secure, there are some aspects of their 
responses that are not as clear and as well defined as the very secure group.
a) Feelings of vulnerability are somewhat lacking in openness or are not fully justified.
b) Some degree of anxiety is present in their replies and solutions are not necessarily 
constructive.
c) There are signs that the child is not as relaxed and open with attachment issues, and 
there may be some withholding of detail.
5. Neither secure or insecure
This ambiguous group falls between the secure and insecure categories; there is a 
degree of emotional openness, but the children additionally express distress or exhibit 
withholding/resistance to the task. There is the sense that something is lacking in the 
quality of their answers.
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a) Although the child can admit to vulnérable feelings, this is done so with resistance.
b) The child is willing to take part, but expresses only a few real open feelings. 
Solutions may be relatively constructive and there is some expression of sadness, but 
the responses appear "pat" and too smooth.
c). Expressions of distress and anxiety appear excessive for the situation, and there is a 
combination of destructive and/or passive solutions in conjunction with replies that are 
open with constructive solutions.
3. Insecure
In this category the children will normally finish the task, however, there are clear 
indications of anger, anxiety or resistance that goes beyond the expected response to 
the separations depicted.
a) The child may express feelings of concern and sadness to the mild pictures, but 
conversely state that they are "happy" for the severe pictures. In addition, the solutions 
are not constructive, instead passive, helpless, angry and/or destructive alternatives are 
suggested.
b) The child provides minimal content and attempts to end the interview or refuses to 
comment after prohing firom the examiner.
1. Very insecure
These children reveal the most overt difficulties in relation to dealing with the
separations in the pictures. The strategy is either one of extreme resistance, withholding
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and the denial of vulnerability, or highly disorganised responses and behaviour.
a) There is active resistance in the form of a refusal to continue with the task, 
alternatively the responses are passive with little or no content generated.
b) Extreme self-reliance is evident, with the child refusing to admit to any open 
feelings or anxiety; however, these claims of personal strength are contradicted by a 
failure to provide constructive solutions.
c) Indications of disorganisation are apparent, whereby the child fails to report any 
feelings, often suggesting they feel nothing or like to be alone. Their behaviour towards 
the examiner, as well as their descriptions, maybe violent and aggressive.
• Solutions.
The solutions are categorised into three distinct groups, constructive, passive and 
destructive; of particular importance are the coping strategies articulated in response to 
pictures 1,2 4, as it is in these severe separations that the parental departure is 
prominent.
Constructive solutions are exemplified by the child either suggesting that they would 
attempt to regain contact with the parent and/or avert separation that has been 
acknowledged. Alternatively, the child may offer a variety of positive activities that 
suggest a sense of confidence and self-efficacy that enables them to cope positively 
with the separation.
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9. Prevent parental departure or re-establish contact.
This would include attachment behaviour such as ciying, and actions or requests by the 
child to prevent the separation.
8. Multiple constructive solutions.
The child does not articulate a desire to prevent the separation or to maintain contact 
with the parents, however, they are able to offer a variety of suggestions for activities 
with or without others. Ideas may be fantastical and would be impossible for the child 
to perform, but are acceptable in that they illustrate a positive and confident attitude.
7. Simple constructive.
As above, but the child suggests only one simple activity that is constructive i.e. play.
Passive solutions encompass a helpless response, no solution or the child demonstrates 
a confusion as to whether a separation has occurred.
6. Passive solution.
Here the child can provide no active or constructive response to the separation, and 
appears lost or helpless. The child may give a purely emotional reply, i.e. sad or happy, 
just say goodbye to the parents, or state they would sleep or do nothing.
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5. No solution.
The child is unable to provide a coping strategy and either replies "don't know" or with 
silence.
4. Overt difficulty in providing solutions or confusion in accepting a separation has 
taken place are characteristics of this category.
a) Magical separations. The child fails to acknowledge that a separation has occurred, 
thus they may offer ideas that appear positive, i.e. state that they will all go together, yet 
this is based upon the premise that no parting has or might take place.
b) When the child expresses nonsense words or sounds and/or repeats words instead of 
providing a solution it is indicative of a real difficulty in formulating a coping strategy 
to the problem.
c) Contradictory solutions; the child offers two ideas that mutually exclude each other,
i.e. go in and watch television and go out and play, without an apparent awareness of 
the illogicality of their response.
d) A difficulty in providing a solution that goes further than merely stating "I don't 
know", for example, stating that they do not wish to answer the question, or they do not 
like answering these questions, which reveal the considerable discomfort aroused by 
discussing the subject matter.
Destructive Solutions.
The child envisages a destructive outcome to the separation, or reduced access to the
parents and in the most extreme cases, imagines either the death of the child or the
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parents.
3. Destructive Behaviour.
Here the child suggests that they would behave badly and/or destroy inanimate objects.
2. The child indicates that they would attempt to prevent access to, or increases the 
distance between the parent and child.
These solutions include replies that suggest that either access to the parents will be 
restricted, or distance will be increased i.e. running away with no return to the parents.
1. Child either kills or parents are killed, or the child kills self or is killed.
If a solution contains elements of the above nine categories, the highest score is 
awarded if the answer does not include a solution from 4 to 1. If these types of 
solutions are provided then the lowest score is given.
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9. Detailed rationale and scoring methods of the adult measures.
9.1. Adult Attachment Interview
(George, Main & Kaplan, 1994 coding manual).
Introduction.
The Adult Attachment Interview (AAI) is a semi-structured interview designed to elicit 
the parental representation of attachment through probing memories and recollections 
of childhood, and assessing the adult’s capacity to evaluate the impact of these 
experiences on current fimctioning. The questions address the adults’ descriptions of 
their relationships with both parents and /or other major carers, and importantly, 
statements are required to be substantiated by episodic memories. Incidents of when 
the participant was emotionally upset, hurt or ill as a child, or any experience of a death 
in the family are assessed, examining the extent to which the adult is able to express 
feelings of anxiety and/or loss in a coherent and contained manner. Furthermore, 
subjects are asked to explore the quality of their childhood relationships, and to 
evaluate the changes that have evolved over time. The interview ends with "grounding" 
questions relating to the relationship with their own child, enabling the speaker to 
psychologically reintegrate after an interview that intensely focuses on intimate and 
personal material. All dysfluencies, pauses, interruptions and the length of the verbatim 
transcript are noted, as is the affect of the speaker during the course of the interview.
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Rationale.
As a method the AAI has been subjected to considerable rigorous cross cultural (van
Uzendoom et al. 1991) investigation as to its reliability and validity, confirming this
method as an established means of determining adult attachment classification
(Crowell et al. 1995: Stein et al. 1998). The distribution of the three main attachment
categories of 58% secure, 24% dismissing (avoidant) and 18% preoccupied
(ambivalent) is consistent across samples from a range of countries (UK, USA,
Netherlands, Israel, Canada, Australia) (van Uzendoom and Bakermans-Kranenberg,
1996). Therefore, the results suggest that the interview is measuring psychological
differences that are not culture bound or specific. The predictive power of the AAI
across 3 and 4 way classification with infant classification as measured by the SSn has
been confirmed by numerous studies, (for example, Grossmann et al. 1988; Ainsworth
and Eichberg, 1991; Fonagy et al; 1991; Levine et al. 1991; Benoit and Parker, 1994).
In this respect, based upon a meta analysis of 18 studies, van Uzendoom, (1995)
reported that the average concordance rate between the AAI and SSn was 75%, and
classification has been shown to be stable across two and three months (Bakermans-
Kranenburg and van Uzendoom, 1993; Sagi et al. 1994). Furthermore, attachment
status has been found not to be associated with a variety of cognitive, verbal
performance, and memory tests or with measures of social desirability (Bakermans-
Kranenburg & van Uzendoom, 1993; Sagi et al. 1994; van Uzendoom, 1995; van
Uzendoom and Bakermans-Kranenburg, 1996). Waters et al. (1993) reported that AAI
discourse was not related to narrative style in a job interview, again confirming the
AAI’s discriminant validity (cited in van Uzendoom, 1995a). High levels of inter-rater
reliability have been recorded, ranging from 75-100% (De Haas et al. 1994 cited in
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Stein et al. 1998; Allen et al. 1996; Planta et al. 1996), ail the more remarkable 
considering the complex and lengthy analysis required in the classification process. 
(See appendix 3 for the complete Adult Attachment Interview).
Description and analvsis.
From a detailed analysis of the interview it is possible to assign the adult into one of 
four major categories, following the classification system initially developed for infants 
(Ainsworth et al. 1978). In addition, each major classification has various subcategories 
which further illuminates the often subtle differences contained within the transcripts, 
and captures the adults’ internal working model of attachment. The four main 
categories are:
Secure Autonomous/Free (F)
Dismissing of Attachment (Ds)
Preoccupied/Entangled (E)
Unresolved/Disorganised (U/d)
• Secure Autonomous/Free individuals are characterised by interviewees who 
directly answer the questions with accurate and relevant material, with the self 
firmly centred as the focus. Relationships are clearly valued and there is evidence 
of an active reflection and evaluation of their childhood experiences, whether these 
were positive or negative.
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The subcategories are:
FI. Setting aside of attachment.
These individuals have often experienced varying degrees of rejection ftrom attachment 
figures or originate from backgrounds with little attention to emotionality. The result is 
a conscious putting aside of attachment concerns, yet the adult expresses an explicit 
valuing of relationships.
F2. Somewhat dismissing of attachment.
These individuals utilise defensive strategies to minimise certain aspects of attachment, 
often employing humour in this respect. However, as in the FI category, there are clear 
indications of a genuine valuing of relationships that belies their somewhat brusque 
attitude when discussing interpersonal issues. There tends to be some idealisation of 
one or both attachment figures.
F3. Secure autonomous.
This diverse group represents in some ways the "ideal", due to their individuality 
coupled with a strong sense of identity and personal worth. Information is articulated in 
a clear and coherent manner and is substantiated by relevant memories of their 
childhood. These individuals may have had adverse experiences in childhood, yet they 
are able to present past and present difficulties in a cohesive and reflective manner.
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F4. Strong valuing of relationships with some preoccupation with the past.
These individuals have commonly experienced a problematic childhood leading to 
some preoccupation with the past, and a tendency to be psychoanalytical about the self 
and others. There are elements of passivity of thought and lower levels of overall 
coherency.
F5. Continued involvement.
Transcripts of these subjects indicate a continued and sometimes angry involvement 
with issues arising from past relationships with attachment figures. However, they are 
able to distance the self from past conflicts and exhibit a conscious awareness of this 
present preoccupation. Levels of coherency may be somewhat reduced for the F5 adult.
• In contrast, the Dismissing individual discounts the importance of interpersonal 
relationships; in this respect the adult portrays an idealistic version of their 
childhood that is not supported by concrete examples. Unpleasant experiences and 
memories are either denied or the adult fails to complete sentences that contain 
elements of negativity, deflecting away from any sense of hurt or loss. Interviews 
thus tend to be short, incomplete and lacking in illustrative detail.
Dsl. Dismissing of attachment.
These interviews are often characterised by an insistence on a lack of memory of
childhood, with an idealised presentation of one or both parents that is unsupported by
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illustrative episodes. In addition, there tends to be a normalisation of both the self and 
the family, which leaves the reader with a generalised image with little depth or 
content.
Ds2. Devaluing of attachment.
This subcategory refers to narratives that exhibit an active derogation of one or both 
parents that denigrates and devalues relationships, coupled with an insistence of 
personal autonomy and strength.
Ds3. Restricted in feeling.
Although these individuals reveal the ability to recount some negative experiences and 
do not assert a complete absence of memory, there is still a failure to fully admit to the 
existence of difficulties in their relationships. Memories tend to be generalised 
statements, and hints of unhappy experiences are ended with positive wrap-ups and 
semantic overviews. Often these individuals may contend that although other siblings 
may have been rejected, they were immune or not affected by parental behaviour, even 
stating they were the favourites. However, there is an absence of substantiating 
evidence and the idealisation of one or both parents.
Ds4. Cut off from source of fear of death of child.
These individuals are characterised by a fear of losing their child, but they are unable to
discover the origins of this feeling state, thus the anxiety is experienced in the face of
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no explanation or cause. The individual reacts to this unexplained anxiety by restricting 
their own behaviour and that of the child.
• Preoccupied/Entangled interviews are representative of those adults who are still 
enmeshed in the past, presenting themselves solely in terms of their relationship 
with parents, thus revealing a weak sense of personal identity. These transcripts 
contain high levels of incoherent speech and psychological confusion, with a 
tendency to blame others and refusal to take personal responsibility. There is a 
strong theme, sometimes with anger, of unresolved issues.
El. Passive.
The interview is dominated by passive thought regarding childhood experiences, 
exemplified by a failure to provide a coherent or consistent resume of the past. Speech 
tends to be confused and illogical, and often these subjects lapse into childish speech or 
revert to the present tense when discussing the past. In addition, these transcripts 
contain excessive detail, with ill-defined images and irrelevant information.
E2. Angry and conflicted.
As with the latter category, these individuals are still enmeshed in the past, however the 
main theme is a continued involved anger towards one or both parents. These usually 
long interviews often include diatribes directed towards attachment figures, with the 
subject still engaged in past disputes, with a strong inclination to blame others and a 
failure to address personal liability.
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E3, Fearfully preoccupied.
These subjects remain in a state of fearful preoccupation with past traumatic incidents, 
shown by either a loss of memory or constant referencing to particular events. There is 
passivity of thought and speech manifested through incoherence, some confusion and a 
failure to reach any resolution of the past events that dominate their thinking during the 
course of interview.
• The Unresolved/Disorganised category refers to those individuals who have either 
experienced the death of an attachment figure or another key person (U Loss) or 
have suffered abuse (U Trauma) and have yet to integrate or resolve these 
incident/s. Regarding U Loss, they become clearly disorientated when discussing 
the death, often speaking about the person in the present tense and indicate that 
they believe that the person is still alive. U Trauma subjects reveal signs of 
confusion when discussing abusive incidents; other characteristics include feelings 
of guilt, blaming the self, continued fear of the perpetrator/s, and a denial of the 
obvious negative effect. In both these categories the adults are unaware of the 
contradictions, confusion and lapses of logic.
The analysis of the transcripts is based upon two sets of scales; firstly those pertaining 
to actual childhood experiences, and a second scale for assessing the state of mind 
regarding attachment (the IWM).
The five scales relating to actual childhood experiences concentrate on the parents'
behaviour from the interviewees earliest memories to circa fourteen years old. The
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scales measure the extent to which the parent-child relationship was:
• Loving
• Rejecting
• Role reversing/involving
• Neglecting
• Pressuring to achieve
For each scale a score of 1. indicates that the particular aspect of the relationship under
consideration was almost entirely absence, whereas a score of 9. refers to a behaviour
that dominated or was characteristic of the dyad. These scales assess the way in which
the adult recollects their experiences with both the mother and the father, and not the
current relationship or how the adult as a child perceived the parents. For example, the
scale assessing rejection focuses upon the extent to which a parent directed the child's
attention away from or rebuffed their need for affection, dependence and support. At
the extreme end of the scale, the parent actively exhibits rejection, with the suggestion
that the child was unwanted. In the transcripts of dismissing subjects examples of overt
rejection are often not provided, as it is precisely this type of information that is
defensively excluded. In these cases it is often indirect markers that prove to be
illuminating. For example, a failure to provide substantiating memories of a positive
relationship, contradictions, (i.e. a statement suggesting that the parent was supportive,
then proceed to recount an unhappy memory), a failure to discuss relationships,
normalisation of the family, sibling favouritism, and a focus on personal strength and
autonomy. Direct evidence of rejection includes recollections of being afraid of the
parent, threats of abandonment, criticisms, parental enjoyment of the child's fears and
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physical injury.
The scales pertaining to the subject’s state of mind are concerned with the current 
representation of the attachment relationship, and are rated on a nine point scoring 
system. The scales cover:
Coherence of the transcript 
Idealisation of one or both parents 
Lack of memory 
Involved or involving anger 
Passivity of discourse 
Fear of loss
Dismissing derogation of one or both parents 
Metacognitive monitoring 
Overall coherence of mind.
These scales are designed to differentiate the state of mind or internal working model 
of attachment between the four major attachment categories.
Of particular significance is the overall coherency of the transcript, which draws upon 
key themes of discourse analysis. Salient factors include the extent to which the 
speaker can present a clear and cogent picture of their childhood, and evidence of on­
going monitoring and evaluation of speech throughout the interview. The coherence 
scale was influenced by the work of Grice (1975) who developed four key maxims that
are viewed as prerequisites for structured and coherent communication. In turn, these
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maxims are encompassed by the Co-operative principle, which posits that speech is 
mutual if it contains conversational turn taking and the content is relevant to the current 
topic under discussion. The four maxims are:
• Quality - accurate and substantiated content
• Quantity - concise and complete
• Relation - relevant
• Manner - intelligible and lucid
The violation of any of these maxims does not necessarily reduce the overall coherency 
of the communication if the speaker explicitly acknowledges their failure to adhere to 
the principles. For example, permission to violate the maxim of quantity could be 
introduced by i.e. "This is going to take a long time to explain"; or violation of the 
maxim of relation appealed to by i.e. "This may not seem relevant, but it may help to 
get an idea of what else was going on at the time." In this respect these licensed 
violations still follow the universal principle of co-operativeness.
When violations occur without the conscious awareness of the speaker they are
perceived to be indicators of, and result in, a lack of coherency in the narrative. In
different forms, violations are found in the transcripts of dismissing, preoccupied and
unresolved individuals (and can occur to a lesser extent in the narratives of secure
adults). Dismissing adults often violate the maxim of quality in the contradictions
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between their semantic overview of their childhood, usually positive, and by failing to 
or providing non-confirmatory episodes. For example:
Question; "You said your relationship with your fa ther was loving, can you give me an 
incident or memory o f  this?"
Answer: "Well, you know, u m , he was ju s t loving, um you know, we knew he cared fo r  
us, he ju s t was"
Question: "Any example?"
Answer: " Um.. Well you know, we ju s t knew, ju s t did lots o f  things really"
Continued insistence on a lack of memory, characteristic of Dsl subjects, violates the 
maxim of quantity, where interviews become short and incomplete. In contrast, the 
preoccupied individuals’ violation of the maxim of quality tends to be in the form of 
constant shifts in personal viewpoints, and for the maxim of quantity, by inteqecting 
irrelevant details and run on sentences. For example:
Question: "How do you fe e l now when you separate from  your child? "
Answer: "Ummmmm C has hard times I, I  probably... well sometimes I  fe e l I'm a bit
too indulgent with her, but it doesn't stop me doing it. When I  leave her at day camp 
mostly um the last couple o f  days, and the a week ago, a couple o f  weeks ago, um she's
being real kind o f  teary. and she looks at me as i f  I'm being too indulgent... she's
like my mother,.... la m  responding to my own needs as a child. "
In addition to coding violations of the above maxims, two other important markers of
incoherence are noted, distancing and dysfluencies. Distancing refers to the practice of
using the third person pronoun “you” to replace “I” or “me”, thus moves the discourse
away fi*om the personal and individual; even though this practice in itself does not
necessarily reduce the overall coherency of the narrative, it is a common feature of
dismissing transcripts. Dysfluencies refer to the difficulties speakers have in forming
and completing sentences, including stutters, repetition of words, pauses and restarting
sentences. These occur in all speech and once more do not inevitably reduce the overall
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coherency score for the transcript. However, when such features become pervasive and 
sentences are consistently left incomplete, or ideas are jumbled and confiised, the text 
becomes increasingly incomprehensible and incoherent.
The remaining scales are typically associated with each of the distinct attachment 
categories. Dismissing subjects tend score high on the idealisation of the parent, 
insistence on a lack of memory for childhood and, for the Ds4 sub category, fear of the 
loss of the child. Evidence for an irrational fear of the death of the child may only be 
evident in a few sentences, usually when the subject is discussing their reaction to 
separations; as stated, this fear cannot not be plausibly explained or accounted for by 
the adult. Not surprisingly, the active derogation of the parent/s is a characteristic of the 
Ds2 classification, apparent in the portrayal of attachment relationships and related 
issues as inconsequential and unimportant. Idealisation of the parent refers to the 
presentation, in glowing terms, of a supportive and loving mother or father, which is 
unsubstantiated, or directly contradicted, by episodic memories. Failure to provide any 
memories is self explanatory and is particularly typical of the Dsl. dismissing group.
The scales of involved and involving anger and passivity are common to preoccupied
individuals who exhibit a continued enmeshment in past relationships. Examples of
involving or involved anger include attempts to entice the listener to collude in their
anger towards another person; key markers of this strategy include, run on sentences,
listing conflicts and complaints, quoting the parent without signalling, continually
blaming the parent or speaking to the parent as if they are present. Passivity of
discourse demonstrates the inability of the speaker to make sense of or to evaluate past
experiences, and is apparent in the failure to complete sentences; for example, phrases
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ending in nonsense sounds, a sudden change of topic, or thoughts are left with no 
conclusion, and reverting to cliches i.e. "know what I mean" in the place of content. In 
addition, preoccupied individuals often use childish phrases and speech when 
discussing the parent/s, and exhibit a conftision in knowing if they are recounting their 
experience or that of the parent. These practices are indicative of a failure to monitor 
speech (and by inference thought) where the individual loses track of the context.
Secure/Autonomous individuals are more likely to receive a high score on the final 
scales of metacognitive monitoring and obtain higher ratings on overall coherence. 
Metacognition can be described as the processes of thinking about one’s thinking, 
where the individual is engaged in a process of actively monitoring and re-evaluating 
speech, thoughts, ideas and emotions regarding the content being discussed. Key 
indices of this mechanism in operation include a recognition of the AR, and an 
understanding of representational diversity and change. The authors note that the AAI 
is not the ideal context to assess active metacognition, as it is not always possible to 
accurately discern if comments are spontaneous or represent the conclusion of private 
reflection. Instances of active metacognition are therefore not common place, however, 
they tend to be confined, but not exclusively, to the secure/autonomous category.
Following analysis each subject is assigned to one of the four major categories. 
Patterns of scores based upon the previously described scales tend to emerge for each 
category; for example, a dismissing individual would be expected to score low on the 
scale of loving, high on rejection and pressure to achieve, low on coherency of 
transcript, moderate to high on lack of recall and idealisation of parent/s.
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Although the system categorises the different attachment patterns into distinct groups, 
certain characteristics of the insecure subcategorises are found in secure transcripts. 
This suggests a degree of continuity between secure and insecure subtypes illustrated in 
the following table.
Table 3. Attachment Continuum.
D s l---------------- --------- FI
D s3--------------- - --------- F2
Ds2
Ds4
F3
E l ------------------ -------- F4
E 2------------------ -------- F5
E3
U (loss)
U (trauma)
The coding scales designed by Resnick (1993) for use with the Separation Anxiety Test
in early adolescence have informed this conceptualisation. In particular, some scales
seem particularly relevant and useful in terms of analysing and distinguishing between
the attachment categories that rest on the same continuum. For example. Resnick's
resistance/withholding scale measures the extent to which feelings are freely expressed
in response to a series of pictures depicting separations. This withholding seems
equally applicable to distinguishing between the Dsl and FI adult transcripts. The
strategy of denying vulnerability, a lack of detail or memories and a failure to explicitly
value relationships are hallmarks of Dsl individuals, which are shared to some extent
by the FI category. However, although there is a reluctance to discuss difficult
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childhood experiences and perhaps a restricted acknowledgement of vulnerability, the 
secure counterpart is able to reveal a conscious awareness of this strategy and, if not 
fully elaborated, a recognition of the value of attachment. The displacement of feeling 
scale applied to the SAT refers to the justification for emotions given, specifically to 
whom or what the feelings are directed to. The secure child normally refers to the 
parent as the source of the feeling, additionally often stating that their absence will be 
experienced as a loss. In contrast, the dismissing strategy directs feelings away fi*om the 
primary relationship, either towards other people or to inanimate aspects of the 
situation. Similar dismissing patterns seem to emerge within the Ds3 category, the use 
of the positive wrap up that restricts the expression of vulnerability, or the focus on 
actions and external factors to explain behaviour. Such signs are apparent in the 
transcripts of F2 individuals, specifically the use of humour as a defensive ploy to 
minimise the impact of difficult experiences, and to deflect attention away ftrom 
feelings of hurt and vulnerability. However, the F2 individual unlike the Ds3 
counterpart, is ultimately able to reveal personally painful material that is explicitly 
associated with the attachment relationship.
The scales contained in the Resnick (1993) manual that are most relevant to the F4-E1
and F5-E2 continuums do not perhaps illuminate to the same extent differences and
similarities between these attachment groups. The scales of self-blame and preoccupied
anger note the extent to which individuals either blame the self or others for the
separation, and the levels of anger and control of conflicted feelings. The difference
between the F5 and E2 is the degree of containment of angry feelings and the existence
of some form of resolution or acceptance of past experiences. This is achieved by the
secure individual through psychologically stepping back fi*om the past and seeing it in
1 7 8
the context of an adult perspective that provides distance and structure; in contrast, the 
angry E2 constantly relives past conflicts without resolution. The failure to create 
distance from the past is highlighted by the passivity of the El individual, who appear 
unable to develop a psychological structure for understanding earlier experiences, 
hence the confusion and incoherence that are characteristic of these transcripts. Again, 
metacognition provides the structure and allows for the containment of feelings and 
thoughts that give the F4 subject the ability to integrate and evaluate; although, as with 
the F5 individual, this may be restricted to areas where there is some continuing 
preoccupation.
9.2. Reflective Self Functioning scale (RSF)
(Fonagy, Steele, Steele, Target and Schachter, 1996 coding manual).
Introduction.
This scale was designed to be applied to the Adult Attachment Interview, and focuses 
upon the psychological process of mentalizing or metacognition. Whereas the AAI 
highlights the importance of coherency of the transcript as conceptualised through 
Grice's maxims, this scale directs attention to the reflective faculty. The ability to 
comprehend or consider the self and others as mental beings, with beliefs, thoughts, 
desires, which are manifested through behaviour, can be captured in the discourse of 
the AAI.
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Rationale.
Evidence of the predictive power of above average RSF and infant security as 
measured by the SSn has emerged, with Fonagy et al. (1996) reporting that RSF itself 
was only slightly less predictive than the traditional AAI classification. The scale has 
no correlation with social class, SES, verbal intelligence or education. It has been 
found to have strong associations with AAI classifications, in particular with the 
construct of coherency, the most predictive of all the AAI scales (Main, 1991; Fonagy 
et al. 1991a; Fonagy et al; 1994; Fonagy, 1998). Of adults who were rated in the top 
two levels of the scoring system of the RSF scale, 52% were classified as secure, 
whereas only 10% of dismissing adults were at this level (Fonagy et al. 1991a). 
Mothers and fathers who were above average on the RSF were found to be three to 
four times more likely to engender secure attachment in their infants (Fonagy, 1996). 
Furthermore, contact maintenance with parents during the SSn and little avoidance was 
associated with high levels of RSF (Fonagy et al. 1991a; Fonagy et al. 1994). Finally, 
good inter-rater reliability has been reported (.70 for mothers, .75 for fathers) (Fonagy 
et al. 1991a). Confirmatory evidence of the association between the adult’s ability to 
discuss their own attachment histories with reference to the mental states underlying 
behaviour was reported by Leveine et al. (1991). The authors applied the Krohn Object 
Representation Scale for Dreams (Krohn and Mayman (1974) to the AAI narratives of 
adolescent mothers in a high risk sample. The results validated the hypothesis that there 
would be a significant association between the capacity of the mothers to conceive of 
their relationships within a mentalistic framework, as determined by the Krohn scale, 
and secure attachment in the adult and child.
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Description and analvsis.
Although the entire AAI transcript is rated upon a nine point scale, the authors have 
differentiated between permit and demand questions, the latter being of greater 
significance in determining the overall score. Permit questions provide the subject with 
the opportunity to reflect, however, the demand questions explicitly require individuals 
to consider the state of mind of the self and others. The identified demand questions in 
the AAI are:
1. Did you ever feel rejected as a young child? Looking back on it now, you may 
realise it was not really rejection, but as a child can you remember feeling rejected?
2. How do you think these experiences with your parents have affected your adult 
personality?
3. Are there any aspects to your early experiences that you feel were a set back in your 
development?
4. Why do you think your parents behaved as they did during your childhood?
5. In relation to losses, how did you feel at the time and how have your feelings 
changed over time?
6. Have there been many changes in your relationship with your parents since
childhood, from childhood through until the present?
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In terms of reaching an overall rating with this scale it is the score given to each of 
these demand questions that is given prominence; in addition a lower score on the 
demand questions can not bring the final score down, whereas higher ratings on permit 
questions can raise the final calculation. Judgement as to the assigning of a particular 
rating must take into account the global picture of the interview, and is not based 
merely upon a tally of the scores of each passage.
The rating scale is organised as follows:
-1. Negative Reflective Self Function.
This rating is uncommon in normative samples, and is only awarded when the subject 
is hostile and/or dismissive towards participating. There are two identified patterns that 
fall into this category.
-1 A) Rejection of RSF
There should be at least three overt refusals to a demand question, plus a general lack 
of compliance and derision of the whole interview process. If there are less than three 
rejections but more than one to a demand question, and the interview holds the general 
characteristics described above, a score of zero would be allocated.
- IB)  Unintegrated or bizarre responses
This refers to particularly unusual attributions by the speaker that clearly are beyond the 
range of normal understanding of reality. To receive this score there must be at least 
three unintegrated responses to any question in the interview.
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1. Lacking in RSF
This category is assigned to those transcripts that either contain almost no reflection, or 
comments appear to be fundamentally superficial. Thus there may be frequent 
references to mental states, however, they remain descriptive and offer little insight into 
the internal world. There are two distinctive groups in this category.
1(A) Disavowal
These interviews contain at least three instances where the speaker refuses to consider 
mental states, and throughout the transcript explanations of behaviour are based upon 
sociological or external factors. In addition, causality is restricted to the concrete, and 
references tend to be premised upon "canned statements" or cliches that lack insight 
and depth. For example:
"It was during the war, people did not have time to be affectionate" 
Or "Im pact on my adult personality? not really anything at all"
1(B) Distorting/self-serving
Evaluations in these transcripts distort reality to maintain a presentation of the speaker 
that is self-enhancing; the net result of this self-deceiving strategy is that the rater 
doubts the subjects’ version of reality, and it is often incongruent with the details 
provided. Furthermore, the subject appears to be egocentric and overly preoccupied 
with external appearances. No scores above three should be present to award a 
transcript this categorisation. For example:
"My Father adored me, you could tell, he, he would have done anything, ju s t  could not 
show it in fron t o f  me"
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3. Questionable or Low RSF
In this group of interviews there must be a minimum of three scores of three, and they 
may well contain several scores of five. Throughout the discourse there is evidence of 
an attempt to consider the mental states of the self and others, particularly in the 
consideration of developmental changes and the recognition of intergenerational 
patterns. However, there is a lack of depth in the references to mental states, which 
tend to be implicit and not fully realised.
3(A) Naive simplistic
These transcripts as a whole contain an understating of behaviour that is superficial, 
with frequent usage of cliches and the normalisation of experiences. Fewer than three 
scores of marked RSF should be present.
3(B) Over analytical or hyperactive RSF
The transcripts may at first present the image of being reflective, however, on closer 
inspection there is an overuse of psychological jargon. The speaker shows a knowledge 
of the language of reflection, but fails to apply it accurately in the understanding of the 
mental states of self and others. For example, a subject describing her relationship with 
her mother:
"...the withdrawal o f  that probably made me more dependent on my mother than alot 
o f  children might feel. I. it was sort o f  a longing I  guess, a, ju s t to be enveloped, really 
taken care o f  and nurtured.... its kind o f  like the abused child who continues to move 
towards the abusive parent instead o f  away from, you know. "
3(C) Miscellaneous RSF
This borderline category is awarded even if the interview as a whole is not overly naive
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or simplistic, but does not warrant a higher overall score.
5. Ordinary RSF
This is the most common category in a normative sample, where the speaker clearly 
shows an awareness of the mental states of self and others that is derived from personal 
reflection. Instances of a score of seven and three are also found in these interviews, 
but the overall presentation is of an explicit awareness of mental states that is as yet not 
fiilly developed.
5(A) Ordinary understanding.
These adults maintain a congruous internal representation of the self and others, and 
comprehends and evaluates experiences with reference to the underlying mental states. 
However, aspects of relationships that are contradictory or complex are less well 
fathomed. These transcripts should have three records of a five rating with no scores of 
one or negative one.
5(B) Inconsistent level of understanding.
Unlike the above 5(A), interviews that fall under this category are less consistent, with 
subjects recording higher levels of reflective capacity in some areas that can not be 
sustained when the focus is upon more difficult aspects of the relationships.
7. Marked RSF.
In the course of these interviews the rater is able to discern evidence of explicit and
reflective evaluations, in which the speaker maintains an awareness of the mental states
of the self and others which is fully developed. These individuals are aware of diverse
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perspectives of others, developmental and intergenerational changes, the role of one’s 
own mental state in the appraisal of events or people, recognise the AR distinction and 
have an accurate insight into the mental world of the self and others. These transcripts 
should contain three ratings of marked RSF, no ratings of one or less, and a maximum 
of three ratings below five.
9. Exceptional RSF
This classification is unusual, and few transcripts are as elaborate and complex with a 
fully developed reflective perspicacity across all contexts. For a transcript to receive 
this rating there must be three scores of nine allocated to passages, and the rest at five 
or seven.
10. Summarv.
In order to investigate whether there is an association between attachment status and a
theory of mind the Separation Anxiety Test and two established false belief tests were
selected. The emotion perspective and desire-reasoning tests were included in the
design as both require the child to consider an alternate perspective. Although this skill
is not analogous to the reasoning required to pass the false belief test, it was considered
plausible there may be an association with attachment status. In addition, the child’s
competency on the emotion perspective test would be compared to the child’s capacity
to be emotionally open on the SAT. The observations are considered to be a key facet
of the study as a means of exploring whether the predicted association between
attachment and theory of mind influence and shape the quality of the child’s
relationships and experiences within a naturalistic setting. The inclusion of the adult
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measures (AAI and the RSF) are seen to enable an assessment of the potential 
intergenerational factors involved in the emergence mentalistic thinking in the pre­
school period. Due to the restricted numbers of Adult Attachment Interviews collected, 
a full exploration of a possible intergenerational relationship between adult attachment 
and Reflective Functioning with child attachment, test performance and observational 
material was not feasible. However, the eight interviews with the corresponding child 
results will be presented in the form of case studies (Yin, 1994). Such an approach 
allows for a descriptive illustration of the stability of attachment across generations, the 
congruence of strategies deployed by both the parent and child, and the predicted 
association between RSF and the emergence of a theory of mind. Finally, the bias 
towards qualitative methodologies in the research design is acknowledged, and the 
strengths and limitations of this approach will be addressed in the discussion.
Due to the nominal nature of the data and the objective to explore the relationship 
between attachment and a theory of mind the chi-square was selected as an appropriate 
statistical test. In addition, in order to determine if there was a sliding scale of false 
belief understanding dependent on attachment status, the One Way Analysis of 
Variance was selected to test this prediction. Further details of the process of analysis 
of the observational material and the themes and patterns that emerged will be 
presented in the following results chapter.
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CHAPTER FOUR 
Quantitative results and discussion
1. Child attachment status as determined bv the Separation Anxietv Test. 
Table 4. Child Attachment Status.
Child attachment Percentage Total Number
Secure 35.7% 20
Avoidant 39.2% 22
Ambivalent 25% 14
Based upon Kaplan's (1985) and Resnick’s (1993) coding manuals, the children's 
attachment status was calculated by assessing globally their responses to the depicted 
separations of both the hypothetical child and the self. Both sets of answers for self and 
other were analysed separately in case any discrepancy between the two emerged, 
although the majority of children received the same score for both self and other. 
However, where a disparity did exist it was the content generated for the self that 
revealed greater difficulties. This section will provide a series of excerpts illustrative of 
the secure, avoidant and ambivalent responses to the separations portrayed in the 
photographs. As stated in the methodology, this test was administered in a separate room 
in the nursery to avoid interruptions and distractions.
As described in the previous chapter, the extent to which the child is able to provide 
open emotions, a valid justification and a constructive solution are key factors in the 
assessment of the underlying strategy. Cassidy (1988) and Shouldice and Stevenson- 
Hinde (1992) have noted additional features to aid in the identification of the ambivalent 
child; the former author found that these children tended to focus on the body and 
provided passive solutions in response to the SAT. Alternatively, Shouldice and
Stevenson-Hinde drew attention to the disruptive and uncooperative behaviours of 
ambivalent children whilst on task. In terms of an avoidant strategy, typical features 
incorporated a failure to provide open emotions, withholding of content and a denial of 
attachment needs (Resnick, 1993). Notably, both these strategies were apparent in the 
narratives of the insecure children in the sample.
A distinct pattern emerged in many of the children’s responses to picture four, in that 
there was a focus on the gift being presented to the child rather than the impending 
separation. On communication with Resnick (February, 1998) it was decided that if 
certain additional features were apparent in the narrative this type of reply would be not 
be considered a sign of insecurity. A secure response would therefore include: the child 
states they or the hypothetical child would feel happy, provide an appropriate 
justification (i.e. because they were getting a gift) and a constructive solution. It is 
acknowledged that this response does reveal a degree of displacement and self reliance, 
thus any difficulties in providing a justification or solution would have countered the 
child’s assertion that they were indeed happy.
As the analysis was based upon two coding manuals it was important to establish inter­
rater reliability. As stated in the methodology, a selection of transcripts (16%) were sent 
to Resnick (author of one of the coding manuals) and a colleague trained by Resnick 
(including transcripts that were considered to be “prototypes” of each category, and 
those which were particularly difficult to analyse). Both raters were blind to all other 
measures and the sex of the child. Inter-rater reliability was 88.8%.
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Responses generated bv children categorised as secure.
The principle characteristics of secure attachment are expressions of vulnerability and 
loss in response to the separation, coupled with the capacity to retain a sense of balance 
and reveal effective coping strategies in the face of parental inaccessibility. In this 
respect secure children are providing for themselves an internalised version of the secure 
base that has developed from their positive experience and understanding of 
relationships, embodied within the IWM.
The following are examples of responses by secure children to severe separation pictures 
that illustrate these factors.
Picture one (other)
Examiner. How feels?
C hild.........
E. H ow feels?
C. Sad
E. She feels sad and why does she fee l sad?
C .  Because they are going away
E. Because they are going away. Would she fee l anything else?
C. Shakes head
E. No? A nd what do you think the little girl would do next?
C. ...Be happy
E. Be happy, she would be happy as well as sad. What would she do, why would she fe e l 
happy?
C. Because. they are going to come hack later on
E. They are going to come back later on. And what would she do next?
C. Play
This openness was revealed not only for the hypothetical child, but also when discussing 
the self.
Picture two (self)
E, How feels?
C. Um...Sad
E. You w ouldfeel sad, and why would you fe e l sad?
c. Cos I  am not going with my mum and daddy
E. You are not going with your mum and dad. Would you fe e l anything else?
C. Shakes head
E. A nd what would you do?
C. Um......
E. What would you do?
C. Play with (unclear)
E. Play with what?
C. Play with my toys
Although the narrative generated by the children in this category warranted a secure 
classification, none received a score of 9 (very secure), as there were indications of 
difficulties within the discourse; for example, less than constructive solutions, some lack 
of emotional openness, or a failure to provide an adequate justification. Within this 
group, children who were able to express vulnerability and constructive solutions for 
pictures one and two, did not always maintain the same quality of response for the final 
severe separation (picture 4). In reply, many stated that they would be happy because 
they were receiving a gift and provided a constructive solution. Alternatively, other 
children took time to “warm up”, thus there was a degree of withholding evident in their 
replies to picture one, followed by an improved openness in response to the following 
pictures. In addition, even though the secure children were able to admit to feeling sad, 
the justification focused upon the parental activity, i.e. the departure, rather than 
articulating a sense of loss or that they would miss the parents. These factors evident in 
the majority of the secure children’s transcripts suggested that they tended to be on the 
F1/2 side of the attachment continuum.
Responses generated bv children categorised as avoidant and ambivalent.
Those children designated as insecure had the most diverse range of responses to the 
test. Some transcripts narrowly missed a secure rating, whilst in contrast, others revealed 
marked resistance or angry, conflicted, bizarre and incoherent answers. Overall, this 
group leaned towards an avoidant strategy of self-reliance, illustrated by a lack of open 
feelings and overt resistance or withholding. Additionally, a further distinct pattem that 
emerged was a failure to acknowledge that a separation had taken place, particularly 
evident in the first picture, for example:
Picture one (self)
E. H ow feels?
C. Happy
E. You w ouldfeel happy, and why would you fee l happy? 
C. I  like going out
E. You like going out. Would you fe e l anything else?
C . .....................
E. No? And what would you do next?
C . ..........................................
E. You don't know? Okay
The paucity of content suggested it was a defensive strategy and not a question of 
misunderstanding. It could be expected that if a child was genuinely happy to go out 
with their parents for an evening, they would have been able to provide more details of 
the imagined excursion.
Solutions were of a notably poorer quality, either passive or failing to provide a solution, 
with frequent shrugs and statements of "I don't know" in reply. There was some 
discrepancy between the self and other responses, which was more apparent in the 
insecure categories.
Picture one (selQ 
E. How feels?
a ...................
E. What do you reckon?
C. Dunno
E. How would you feel?
C. Shrugs
E. A nd what would you do?
C .........................
E. You don’t know
C .......................
E. Okay
Conversely, in response to other pictures there were times when an insecure child could 
express sadness and articulate attachment behaviours when faced with the imminent 
parental departure. It was this lack of consistency within the context of the test that was 
one feature of the insecure transcripts.
Levels of anxiety were also present in the replies to the mild separation pictures, 
particularly noticeable in picture 5 where an actual separation did not occur. Here the 
child was merely requested to imagine playing in the park whilst the parents talked.
Picture 5 (self)
E. How feels?
C. I  wouldn't go
E. You wouldn 't go? How would you feel?
C. I'd  ju s t stay there next, sitting next to mummy
E. You'd Just want to sit next to your mummy. What would you do next? Would you  do 
anything else?
C. Shakes head  
E.N o.
The transcripts within this group predominantly resulted in two types of strategies; 
resistance and withholding coupled with a failure to generate content. Alternatively,
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confusion, incoherence, anger (directed towards others and objects) and some bizarre 
material. The former strategy was associated with avoidant attachment, and the later 
style, maintained for self and other across the six pictures, was indicative of an 
ambivalent attachment. For example a typical resistant reply consisted of:
Picture two (other)
E. How feels?
C. N ot very well
E. Not very well? And why does she fe e l not very well?
C .................................................
E. Have a guess 
C .............. Don't know
E. You don't know. A nd what do you think she will do?
C . ...............................
E. You don't know
More worrisome were those responses that included signs of anger and confusion, 
themes of sickness and illness with passive solutions and a focus on the self (Cassidy, 
1988, Shouldice and Stevenson-Hinde, 1992). It was these types of transcripts that were 
identified as being ambivalent, some with high levels of incoherence.
Picture one (other)
E. H ow feels?
C. Sick
E. H e'll fe e l sick? A nd why is he going to fe e l sick?
C .  Outside, when he
E. When he goes outside?
C. Yeah. Is it warm outside?
E. I  don't know, what do you think?
C. I  think its not warm
E. You think its not warm. Would the boy fee l anything else? 
C. Mmmm shakes head
E. No. And what do you think the little boy will do next?
C. H ' he decided to stay at home
E. He'll stay at home? Yeah and anything else? What else?
C. Uh You know when you go out?
E. Yeah
c  Uh Know when I  went out with my m u 'm y nanny and my aunty yeah?
E. Yeah
C. I  fe e l  r r i  I  was doing, I  drinked my drink, I  was like this (pretends to drink), and I  
drinked it 
E. Oh right 
C. A n 'I  choked 
E. Oh alright
The levels of anger and violence expressed in the ambivalent category were pronounced, 
as extracts from the following transcripts reveal.
Picture two (self)
E. H ow feels?
C. Sad
E. You w ouldfeel sad, and why would you fe e l sad?
C. Um...because I  don't go, I  want them to stay home
E. Because you want them to stay home, and what would you do next?
C. K ill them
E. You would kill them? And what would you do after that?
C. ....Stab em
E. Stab them, and after that?
C. ....Throw them in the bonfire 
E. Throw them in the bonfire, oh right.
Picture one (other)
E. How feels?
C. Nice
E. H e feels nice, and why does he fe e l nice?
C .  Here (points to child in the picture)
E. That boy feels nice, why is he feeling nice?
C. Um cos he going out
E. Because he is going out, and what, um, would he fe e l anything else? 
C. Yep
E. H e feels nice, and feels something else?
C. Yeah 
E. What?
C. Um............... kick someone
E. K ick someone 
C. Yeah
E. Would he do anything after that?
C. Yeah
E. What would he do?
C. Pinch someone
E. Pinch someone, right and anything after that?
C. Nods 
E. What?
C. Uh..um A fish  come and bite them
E. A fish  would come and bite them?
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c. Yeah
Other transcripts contained high levels of incoherent material and confused thinking, for 
example:
Picture two (self)
E. How feels  
C. Sad
E. A nd why would you fe e l sad?
C. Cos I  don't like seeing the elephant 
E. You don't like seeing the elephant?
C. Yeah
E. A nd would you fe e l anything else?
C. Nah
E. A nd what do you think you might do?
C. I  might, I  might catch some bumble bee
E. You might catch a bumble bee, and anything else?
C N a h
E. Alright
However, children who generated this type of response were able to focus on the actual 
test questions in other pictures, although the quality and comments remained distinctly 
odd at times.
2. Statistical analysis: Association between attachment status and the development 
of a theory of mind.
The first set of analyses examines the relationship between whether children pass or 
fail the four false belief tests or the Harris (1989) test and their attachment status, 
either securely or insecurely attached. It was anticipated that the secure children 
would outperform their insecure counterparts.
A second set of analyses explores the relationship between particular attachment 
groups (secure, avoidant and ambivalent) and the frequency of pass rates on the false 
belief tests and the Harris test. It was predicted that there would be a disparate pass 
rate across all three attachment groups.
A third set of analyses was undertaken to ascertain whether sex was a contributory 
factor in the performance of the participants and if it was associated with attachment 
status.
A final analysis takes a composite score for each child across the false belief tasks 
and examines whether there are differences between attachment groups. It was 
foreseen that a sliding scale of false belief understanding would emerge; the secure 
child performing at a higher level, followed by the avoidant child, and finally the 
ambivalent child was expected to find the cognitive tests the most challenging.
The Lewis and Osborne (1990) and Harris tests were scored purely on a pass or fail
basis, thus not open to interpretation. However, due to the format of the Bartsch and
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Wellman (1989) test, where the child was requested to explain the puppet’s 
behaviour, it was necessary to determine inter-rater reliability. In this respect an 
additional rater coded twenty of a selection of the participant’s replies to both test 
one and two, blind to all other measures and the sex of the child. An inter-rater 
reliability score of 100% was achieved.
Firstly, Table 5 details the performance of each attachment group on the four false 
belief and the Harris tests. (A complete breakdown of the participants test 
performance can be found in appendix 4).
Table 5. Percentage of children passing the experimental tests.
Child
Attachment
Pass
Bartsch & 
Wellman 1
Pass
Bartsch & 
Wellman 2
Pass 
Lewis & 
Osborne 1
Pass 
Lewis & 
Osborne 2
Pass
Harris
Total
Number
Secure 75% 75% 70% 60% 85% 20
Inconsistent
Secure*
42.8% 2&5% 2&5% 14.2% 85.7% 7
Avoidant 77.2% 63.6% 54% 59% 81.1% 22
Ambivalent 35.7% 35.7% 14.2% 2&5% 64% 14
* Inconsistent secure children represent a subgroup of t‘le secure category.
The first analysis examined the relationship between secure and insecure children’s 
test performance (either pass or fail) on each the four theory of mind tests. Contrary 
to the prediction, for both Bartsch & Wellman 1 and 2, a significant association did 
not emerge (Bartsch & Wellman I: - = 1.106, d f -  1, n=56, p > 0.05; with Yates
correction, p > 0.05. Bartsch & Wellman 2: - yi=  2.661, d f= \,  n=56, p > 0.05; with 
Yates Correction, p > 0.05). Furthermore, no association was found on the second
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Lewis & Osborne test (%2 = 0.840, d f=  1, n=56, p > 0.05; with Yates correction, 
p >0.05). However, there was a significant result for the first Lewis & Osborne test 
{yi = 4.977, d f = \ ,  n=56, p < 0.05, with Yates correction, p < 0.05). (See tables 6-9)
Table 6. Bartsch and Wellman 1. Observed and expected frequencies of the pass rate.
Secure Insecure
Pass fo  = 15.00 
f e =  13.21
fo  =22.00
/e=  23.78
Fail /o=5.00
f e = 6 . n
fo  = 14.00 
f e =  12.21
Table 7. Bartsch and Wellman 2. Observed and expected frequencies of the pass rate.
Secure Insecure
Pass /o=  15.00 
/ê= 12.14
fo  = 19.00 
/e=  21.85
Fail f o = 5 . 0 0
f e = l . S 5
> = 17 .00  
f e =  14.14
Table 8. Lewis and Osborne 1. Observed and expected frequencies of the pass rate.
Secure Insecure
Pass fo  = 14.00
f e =  10.00
>=14.00
>=18.00
Fail fo=  6.00 
>=12.85
> =22.00
= 23.14
Table 9. Lewis and Osborne 2. Observed and expected frequencies of the pass rate.
Secure Insecure
Pass > = 12 .00  
> =  10.35
> =17.00  
> =  18.64
Fail > =  8.00 
> =  9.64
> =19.00
>=17.35
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These results were confirmed by an examination of the relationship between secure 
and insecure children’s performance on the Harris task, once more no significant 
relationship was found (%2 = 0.763, d f=  1, n=56, p > 0.05; with Yates correction, 
p > 0.05).
Table 10. Harris. Observed and expected frequencies of the pass rate.
Secure Insecure
Pass > = 1 7
fe = \5 .1 \
> = 2 7  
>  = 28.28
Fail > = 3
fe=4.28
>  = 9 
> =7.71
To summarise, the first set of analyses generally failed to support the hypothesis that 
there would be a relationship between secure attachment and performance on the 
experimental tests. However, there was a significant finding for the first Lewis and 
Osborne test, possibly suggesting that the prediction format was more difficult.
An alternative analysis explored the relationship between the three attachment 
groups and the frequency of pass rates on the false belief and Harris tests.
A significant relationship was found on both the first Bartsch and Wellman and 
Lewis and Osborne tests {yi = 7.697, d f -  2, n= 56 =, p < 0.05; y i  = 10.524, df=^ 2, 
n = 56, p < 0.05 respectively) However, for the second test of the Bartsch & 
Wellman format, the number of avoidant children passing fell (both secure and 
ambivalent children’s pass rate remained stable), and the result was marginally non 
significant {yi = 5.458, d f=  2, n = 56, p = .06). A different pattem emerged for the 
second testing of the Lewis & Osborne format of the false belief test. The total
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number of secure children passing the test fell from 14 to 12 out of 20 children. In 
the avoidant group, one more child out of 22 passed the test, from 12 to 13. Finally, 
in the ambivalent category, test success again increased, from 2 to 4 out of 14 
( y 2 = 4.032, d f =  2, n = 56, p > 0.05). In addition no association was established for 
the Harris test = 2.325, d f = 2 ,  n = 56, p > 0.05). (See tables 11-15 for observed 
and expected frequencies).
Table 11. Bartsch and Wellman 1. Observed and expected frequencies of the pass 
rate.
Secure Avoidant Ambivalent
Pass >  =  15 
/;=  13.21
> =  17 
> =  14.53
/o = 5
f e = 9 . 2 5
Fail f o = 5
>  =  6.78
> = 5  
>  = 7.46
f o = 9  
fe = 4.75
Table 12. Lewis and Osborne 1. Observed and expected frequencies of the pass rate.
Secure Avoidant Ambivalent
Pass f o =  14 >  = 12 >  = 2
/fe= 10 > =  11 f e =  7
Fail >  = 6 > =  10 >  = 12
> = 1 0 > = 1 1 f e = l
Table 13. Bartsch and Wellman 2. Observed and expected frequencies of the pass 
rate.
Secure Avoidant Ambivalent
Pass > =  15 > = 1 4 > = 5
>=12.14 fe= 13.35 > =  8.5
Fail >  = 5 >  = 8 > = 9
fe =7 .S 5 > =  8.64 > = 5 .5
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Table 14. Lewis and Osbome 2. Observed and expected frequencies of the pass rate.
Secure Avoidant Ambivalent
Pass > = 1 2
> = 10 .35
> =  13 
>=11.39
>  = 4 
> = 7.25
Fail > = 8  
> =  9.64
f o = 9  
> =  10.60
> =  10 
> =6.75
Table 15. Harris. Observed and expected frequencies of the pass rate.
Secure Avoidant Ambivalent
Pass f o = \ l > =  18 > = 9
>=15.71 >=17.28 > = 1 1
Fail /o = 3 >  = 4 >  = 5
> = 4 .28 >=4.71 > = 3
Post hoc cell contribution for both the Bartsch and Wellman tests were analysed and 
demonstrated that ambivalent children passed this false belief test less frequently 
than expected by chance (R -  -2.2770 and R = -2.212), and failed more frequently 
than by chance (R = 2.770 and R = 2.212). No other cells contributed significantly to 
the chi-square analysis. Similar results were obtained for the second Lewis and 
Osbome test, it was found that ambivalent children passed this test less frequently 
than expected by chance {R = -2.007) and failed more frequently than by chance 
(R = 2.007). No other cells contributed significantly to the chi-square analysis. The 
results confirmed the prediction that it would be the ambivalent child who would 
find the cognitive false belief tests more difficult than their avoidant and secure 
peers.
A different pattem emerged for the first Lewis and Osbome test; post hoc cell 
contributions were analysed and it was found that secure children passed more 
frequently than expected by chance (R = 2.231) and failed less frequently than
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expected by chance (R = -2.231). In addition, ambivalent children passed less 
frequently than would be expected by chance (R = -3.086) and failed more frequently 
{R = 3.086). The forced choice prediction format of the Lewis and Osbome test was 
expected to be more difficult, and hence more likely to discriminate between the 
three attachment groups. The latter result provided the first evidence of a sliding 
scale of false belief understanding across the three attachment groups. The failure to 
replicate this finding with the second Lewis and Osbome test could have been in part 
an issue of procedure, as the second test followed immediately after the first (as was 
the case with the Bartsch and Wellman test).
A further set of analyses explored the relationship between the sex of the child and 
attachment status. No significant relationship emerged in terms of secure or insecure 
attachment status (%2 =  0.3809, d f=  1, n = 56, p > 0.05, with Yates correction, 
p > 0.05) or across the three main attachment groups = 0.4857, d f=  2, n = 56, 
p > 0.05). In addition, there was no significant association between sex and 
performance on both false belief tests or the Harris test (Bartsch and Wellman, 
y 2 = 0.7169, d f=  1, n = 56, p > 0.05, with Yates correction, p > 0.05; Bartsch and 
Wellman 2, y i  =  1.1978, d f=  1, n= 56, p> 0.05, with Yates correction, p > 0.05; 
Lewis and Osbome 1, y i  = 0.2857, d f=  1, n = 56, p > 0.05, with Yates correction, 
p > 0.05; Lewis and Osbome 2, ^2 = 0.0715, d f= l,  n = 56, p > 0.05, with Yates 
correction, p > 0.05; Harris, y i  = 1.696, d f=  1, n = 56, p > 0.05, with Yates 
correction, p > 0.05).
Finally, a one way Analysis of Variance was carried out to determine if there was a
significant effect of attachment (secure, avoidant and ambivalent) on a cumulative
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score across the four theory of mind tests. The ANOVA revealed a significant effect 
for attachment security (F (2,55) = 9.80, p < 0.001). Post hoc comparison using 
Newman-Kuels test confirmed the significant differences were between ambivalent 
and secure (p < 0.05) and between ambivalent and avoidant (p < 0.05). The results 
failed to support the contention that there would be a significant sliding scale in 
terms of false belief understanding, as seen in Table 16. However, the results did 
affirm the ambivalent child’s poorer performance on the theory of mind tests.
Table 16. Comparison of the mean score for the three attachment groups over the 
four false belief tests.
Attachment category Mean score
Secure 2.750
Avoidant 2.545
Ambivalent 1.143
3. Discussion.
a. Attachment distribution.
Prior to discussing in detail the results of the quantitative analysis it is useful to 
assess the distribution of the attachment categories. As noted in the methodology, the 
sample was drawn from a distinctive population, and possibly this influenced the 
pattem of attachment distribution, thus rendering potential generalisations 
unfeasible.
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Fonagy et al. (1997) used the SAT to determine the child attachment status, however, 
the protocol differed from the methodology of this study in two areas: the coding 
system and the design of the pictures. Therefore a direct comparison between results 
is not feasible. However, in the latter study the distribution of insecure, neither 
insecure or secure (see methodology chapter for a definition of this group) and secure 
did show a skew from the normal pattem as predicted by the SSn (Ainsworth et al. 
1978; van IJzendoom and Kroonenberg 1988). Normally, the secure category 
predominates (60-65%); in Fonagy et al. the pattem was reported as 25% secure,
27% insecure and the remaining 48% fell into the neither secure nor insecure 
category. In this study 35.7% were secure, the avoidant group represented the 
dominant strategy at 39.2% of the total sample, with the remaining 25% classified as 
ambivalent. The higher number of ambivalent children from the norm as measured 
by the SSn (reported to be as high as 15% by Cassidy and Berlin, 1994) has been 
noted in other research for this particular age group. Both Teti and Gelfand (1997) 
and Fagot and Pears (1996) recorded a movement towards the ambivalent strategy 
during the pre-school period, rising to 31.5% and 36.4% respectively in their 
samples. However, it should be noted that these studies used a direct measure of 
attachment and not the projective format of the SAT. Nevertheless, it does place the 
distribution of this sample within existing boundaries of non-clinical groups. 
Nonetheless, it is noted that there is a paucity of similar studies utilising this method 
of attachment classification with this age group and from the same social and 
economic background of this sample in order to directly compare and contrast the 
findings of this research.
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b. The relationship between attachment status and theory of mind development.
Comparable research that has explored the relationship between secure attachment 
and theory of mind understanding has found an association between these two 
constructs, as reported by the aforementioned Fonagy et al. (1997) study when 
measuring this relationship concurrently and additionally, confirmed when tested 
within a longitudinal design (Fonagy and Target, 1997). In these studies secure 
children significantly outperformed their insecure peers on a test of belief-desire 
reasoning, a result that was not replicated in this study. It is recognised that caution 
needs to be exercised in terms of drawing conclusions fi*om the findings due to the 
small size of the sample, however, the results of this study offer an interesting 
contrast. Thus, the analysis revealed a different pattem, notably the high pass rate of 
avoidant children on all measures, although as can be seen in Table 5 the percentage 
of the group passing all tests did fall below that of the secure group. Similarly, Meins 
(1997) noted that the secure mother’s practice of describing their children in terms of 
mental constmcts was positively correlated to maternal sensitivity, effective tutoring 
strategies and later success on theory of mind tests. Conversely, the findings of this 
study revealed that not all secure children were able to recognise the false belief of 
the protagonists in the experimental tests, whereas many avoidant children were 
highly proficient in this domain. The lack of congmency between the inconsistent 
secure children and their performance on the experimental measures will be 
discussed in detail following the presentation of the qualitative results, as the 
observational material is particularly salient. It is suggested that a more holistic 
analysis of the contrast between quantitative and qualitative findings for this specific 
group is more appropriate and revealing.
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However, ambivalent children, as predicted, found this form of representational 
reasoning a particular challenge, yet due to the unexpected success of the avoidant 
children, the predicted sliding scale of false belief understanding dependent upon 
attachment status was not in evidence. It appeared that the distinct interactional 
history associated with ambivalent attachment disrupted the essential mirroring 
process that was hypothesised to engender the development of a mentalistic 
understanding of behaviour. Furthermore, careful consideration underpinned the 
selection of the specific false belief tests in order to ensure that the measures were 
suitable for the younger age group of the sample, with the objective not to confound 
a failure on the false belief test with cognitive ability. The fact that the performance 
of the ambivalent children on these amended tests was significantly worse than the 
other two categories suggested that an ambivalent attachment could restrict the 
child’s developing mentalizing capacity.
Searle (1983) differentiated between a mind to world and world to mind directional
fit, the latter associated with representational understanding. It is conceivable that an
ambivalent child operates primarily within a mind to world framework; in a sense,
the desires or perspective of the child are imposed upon reality, with little
consideration of the perceptions of others. The parental distortion and inconsistent
mirroring of the child’s internal state undermines the child's ability to comprehend
the nature of their internal states and the causes and consequences of their own or
others' behaviour (Haft and Slade, 1989: Fonagy and Target, 1997). Crittenden’s
(1994) conceptualisation of the ambivalent child rejecting cognition due to the
contradictory and confusing messages that inconsistent caregiving produces, further
exemplified the processes that could be involved in the restriction of a theory of
2 0 7
mind. A strategy of coercion, a failure to regulate affect, heightened anxiety, a focus 
on the self and achieving one's own aims at the expense of others all combine to 
impede the cognitive faculties (and the desire) to recognise the thoughts, beliefs and 
feelings underlying behaviour.
In contrast, the diametrical bias towards cognition founded upon a history of
predictable caregiving experienced by the avoidant child seemed to suggest a
disparate trajectory. In sum, these children may be able to predict behaviour in
reference to mental states in neutral conditions (i.e. an experimental test), however
this faculty is not necessarily applied to reasoning about the underlying motivations
of behaviour when the focus is upon interpersonal relationships. In order to unravel
the proficiency exhibited by the avoidant children it is suggested that a plausible
explanation could rest with the nature of the false belief test itself, in that it is in
essence a cognitive exercise. The attachment history of the avoidant child induces a
natural bias towards cognition due to the predictable and consistent pattem of
interaction within the parent-child dyad. As described, avoidant infants and children
are able to reliably predict that a proportion of affective states are not acceptable to
the caregiver and the expression of these emotions could potentially result in conflict
within the dyad (Bowlby, 1973,1988; Cassidy and Kobak, 1988; Haft and Slade,
1989; Hopkins, 1991). In the affectively charged parent-child relationship the
avoidant child defensively excludes their own felt experience, preferring to accept
the parental perspective and semantic explanations. In order to guarantee access to
the caregiver the child is required to be alert to changes in behaviour in order to
accommodate the parent and their intentions and plans. In this context it behoves the
child not to go beyond the surface and contemplate the underlying causes of their
208
parent's behaviour. The overt withholding on the SAT and a failure to admit to 
feelings of loss and sadness demonstrated by the avoidant children signifies this 
pattem of denying attachment needs, and not acknowledging a range of intemal 
states.
In contrast, the false belief paradigm does not probe interpersonal issues, it merely
requires the child to assess what the character “thinks” reality to be, and predict or
explain behaviour on this basis. Cognition in such a “pure” form may be manageable
for the avoidant child; the restriction of a mentalizing capacity may only be apparent
when the content concentrates on relationships. As has been noted previously,
several researchers have commented upon the cognitive capabilities of avoidant
children, which are not impaired to the same extent as ambivalent children (Belsky et
al. 1984; Crittenden, 1992b; Fagot et al. 1996). In fact, a focus upon activities is a
perfect method in order to project an image of closeness that additionally acts to
detract attention away firom problems within the relationship (Grossmann and
Grossmann, 1991); hence the fomm of a joint exercise is in a sense the natural way
for the avoidant child to establish contact and interact. Similarly, a key feature of
reunion behaviour of the avoidant (defended) child identified by Crittenden (1995)
for the pre-school age group is the practice of approaching the parent with a toy or
suggesting an activity. In this respect, contact is achieved through the medium of
something concrete rather than an emotional or intimate behaviour. However, in
contrast to the secure child, the experience of working jointly on a cognitive exercise
with the parent is not a shared and mutually rewarding experience for the avoidant
child (Crowell and Feldman, 1988, 1989), and thus avoidant children may not reach
their optimal level of functioning (Belsky et al. 1984). This finding was borne out in
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the test performance and the observations of the avoidant children in the nursery, 
whose pass rate was slightly below that of their secure counterparts. It is feasible that 
if  a standard false belief test had been included there would have been a greater 
disparity in the performance of the secure and avoidant children.
An alternative method to examine possible disparities between the avoidant child’s
performance in neutral conditions compared to situations which focus upon
relationships, is the contrast between their responses to the SAT and the emotion
perspective test premised upon Denham’s puppet vignette design (Denham, 1986;
Denham et al. 1994). The latter test was omitted from statistical analysis due to
difficulties in collecting information from parents about their children’s affective
responses to specific events. However, it was included in order to assess whether
there were discrepancies between the ability to accurately label the puppet’s response
(when it was both the same as and different to each child’s stated reaction) and the
capacity to be emotionally open on the SAT. Five children in the avoidant category
exhibited marked resistance to the SAT, and it is these children who will be the focus
of the discussion. Significantly, all these children performed well on the emotion
perspective test, and were relaxed and comfortable during the procedure. Prior to the
actual test, a warm-up exercise was undertaken to ensure that the children were able
to recognise the four basic emotions of anger, sadness, fear and happiness. This
involved the child first showing the examiner a happy, scared, sad and angry face;
following this the examiner enacted the same four emotions with the puppet using
standardised vocal and facial cues. Each child was asked to identify each emotion as
it was enacted. All five children enjoyed this activity as well as displaying a
competency in recognising the emotions. This was repeated in the actual test, and
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although only one secure achieved full marks, these children received above average 
scores. The results indicated no difficulties in recognising emotions and the ability to 
appropriately judge situations that would elicit a specific affective state.
This was in stark contrast to their performance on the SAT; it seemed that in the 
context of an experimental test there was no difficulty in expressing vulnerability or 
anger through the medium of a hand puppet. Conversely, when asked to describe the 
feelings of either a hypothetical child or the self in response to situations aimed to 
probe the IWM a noticeable defensive “shut down” occurred. In hindsight, it would 
have been worthwhile to include a standard cognitive problem solving test and assess 
the difference between the three attachment groups performance compared to the 
ability to understand false beliefs. It would have been interesting to see how the 
inconsistent secure children fared in contrast with the avoidant and ambivalent 
groups. It seems plausible that the same underlying process, that enables avoidant 
children to perform well on an emotion perspective test but leaves them unable to 
discuss emotion on the SAT, could explain their success on the false belief tests.
When the topic is relationships, theory would predict this form of defensive
exclusion would be operationalized, in contrast, experimental tasks do not
concentrate upon such issues and therefore, with the bias towards cognition, these
tasks do not pose the challenge they do for the ambivalent child. It is possible that
avoidant children have a "cognitive" understanding of emotion, thus they are able to
recognise discrete affects and the contexts in which disparate emotions arise, hi
terms of the relationship with their caregiver, it behoves the avoidant child to be able
to discern the affective state of their parent, and indeed such a skill could be
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protective, for example, being alert to signs of anger or hostility. In this respect, 
perhaps the avoidant child is more adept at reading affective cues, and thus was able 
to glean important information from the staffs policy of drawing attention to internal 
states. However, perhaps for these children such information lacks affective 
resonance and meaning. The avoidant child is cognisant as to what actions are 
rewarded or punished, information that was predictable reinforced by the adults 
(similar to their experience of caregiving), and yet the actual feeling state referred to 
in the exchange may not be acknowledged. In this respect, the avoidant child faces a 
situation in which their knowledge or understanding originates from outside the self. 
Importantly, as this representation of reality is not a direct copy of any given 
situation, false beliefs can arise. In this sense, the avoidant child’s representation of 
reality is at the same time accurate and misleading; accurate as the avoidant strategy 
is highly adaptive in the context of the relationship. Alternatively, it is misleading in 
that it is skewed to the parental perspective (through semantic evaluations and 
explanations) which presents the child with a version of reality that does not capture 
their own lived experiences.
As the avoidant children performed well on the emotion perspective and false belief
tests this result could confirm the validity of the SAT. Fonagy et al. (1997) suggested
that as the SAT requires the child to take the perspective of another child, (similar to
the skill required to understand false belief), it would not be surprising for children
classified as secure to pass a false belief test. However, the results of this study
revealed that the capacity to accurately predict or explain behaviour on the basis of
the character’s representation of reality was not associated with the generation of a
full reply to the SAT pictures. Four out of the five children who displayed the most
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overt signs of resistance to the SAT passed all four of the false belief tests. However, 
it is proposed that selecting an appropriate attachment measure for the pre-school 
period is difficult. At this age, and particularly with the experience of day care, direct 
behavioural measures may begin to loose their discriminatory power. Indeed, during 
the preliminary planning stages of the research, although the PAA coding system was 
considered to be applicable, it was envisaged that the SSn protocol would be 
insufficient to activate the attachment system. Nevertheless, such a method is directly 
assessing the child’s attachment strategy with the caregiver, and offers the 
opportunity to detect subtle variations in the identification of subcategories. In 
contrast, and to be discussed in detail later, it is suggested that the responses of the 
inconsistent secure children to the SAT might have been infused with a 
representation of relationships that did not originate from the IWM associated with 
the primary caregiver. Hence the discrepancy between attachment status, 
experimental test results and the observed behaviour of this distinctive group in the 
nursery. Conversely, as stated in the methodology, the SAT has been confirmed as a 
valid and reliable method for the pre-school period, and the children in this study 
were certainly able to meet the demands of the test. Thus, the later pre-school years 
can be conceptualised as a transitional period in terms of measuring attachment; in 
spite of the fact that both of the methods discussed are effective, it is feasible that 
they are more accurate for the younger child (behavioural measure) and the older 
child (SAT).
The inconsistency of the participant's performance across the four false belief tests
(two in the form of a prediction in the Lewis and Osborne design, and two as an
explanation for Bartsch and Wellman) is worth noting. Firstly, as hypothesised, the
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Lewis and Osborne test was more challenging, hence it differentiated between the 
three attachment groups to a greater extent than the explanation protocol. As the 
former test is only subtly different from the original Pemer et al. (1987) design, 
perhaps the results of this false belief test are more revealing in terms of the theory of 
mind development of the participants. However, in both tests it was clear that there 
was a lack of consistency across each test in terms of the responses. Hence, a number 
of individuals passed the first test, but failed the second and vice versa (see 
Appendix IV). The administration of the measures was considered to be a possible 
causal factor as each of the tests in the two distinct formats were delivered in 
succession. It is plausible that a child who initially provided an accurate answer 
could have concluded they were incorrect as the same question was posed once 
more. Conversely, the child who failed at first could have belatedly understood the 
nature of the task, thus were correct for the second testing. Each separate explanation 
is feasible in itself, yet it does not clarify why both patterns emerged and why many 
participants were not effected by the procedure and thus either passed or failed all 
four tests.
Alternatively, the younger age of the participants that falls below the traditional
threshold under which false belief understanding is considered to emerge could have
resulted in the evident lack of stability in the child's ability to reason on a more
complex level. However, Mayes et al.'s (1996) research that explored the test re-test
reliability of false belief measures found a similar lack of consistency in their sample
of 4 year olds. This finding does raise questions as to nature of the methodology used
to assess the development of a theory of mind, and there is an issue as to what is
actually been measured by the various protocols that exist. It has been suggested
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throughout the thesis that the focus upon determining exactly when a theory of mind 
is established detracts from the possibly more crucial question of why children begin 
to see themselves and other in terms of mental states. Thus the attention on the 
"when" question and the resulting development of numerous variations of the false 
belief test could mean that the distinct protocols measure subtly different aspects of 
representational understanding, hence the diverse findings reported in chapter two. 
Conversely, as representational thinking is in the process of development during the 
pre-school years, the protocols that vary in levels of difficulty are likely to lead to 
mixed results across research studies. Furthermore, these issues and the process of 
ascertaining adult's RSF influenced the decision to examine the composite score of 
all four tests. It is suggested that a theory of mind, as RSF, even if it is established, 
may not be static and consistently in evidence. Therefore, an adult who discusses 
their relationships in terms of the underlying mental states of the actors is not 
penalised in terms of their overall score even if, for example, the adult lapses into 
explanations that focus upon external factors (see methodology). Therefore, it 
appears reasonable to suggest that children could equally reveal egocentric thinking 
even when representational understanding is an integral part of their perception of 
reality. Finally, it was apparent that if the inconsistent secure children are excluded 
from this category, the vast majority of the remaining participants consistently passed 
all four tests. It is possible that insecure attachment could result in a lack of stability 
in the capacity to recognise false belief within an experimental paradigm. Thus there 
might be a delay in this important development, although it is not possible from the 
results to determine how each distinct attachment history might influence this 
phenomenon.
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From the results it was apparent that at this age the children were adept at emotion 
perspective taking; either when tested by a simple prediction format (Harris, 1989) or 
by the puppet vignette design (Denham, 1986; Denham et al. 1994). There was not a 
significant relationship between this skill and either attachment status or false belief 
reasoning. The Harris (1989) test revealed there was no disparity between the secure 
and insecure child’s capacity to accurately predict a characters’ affective reaction 
based upon their desires, even if  this ran counter to their own preference. This may 
confirm Wellman’s (1990) proposition that the ability to reason on the basis of 
desires only is established at an earlier age. To analyse a potential link between 
attachment status and this type of reasoning it appears that children need to be tested 
at an earlier age when this skill emerges. However, although these tests failed to 
differentiate between the three attachment groups they were useful additions to the 
study.
To conclude, the results of the quantitative aspect of the research failed to support
the predicted existence of a sliding scale of false belief understanding dependent on
attachment status. The two main confounding factors were the emergence of the
inconsistent secure children and, in particular, the unexpected proficiency of the
avoidant participants. However, it is suggested that the findings do indicate a need to
explore the relationship between theory of mind development and each of the two
insecure categories separately, rather than viewing them as a homogeneous group.
The bias towards affect did appear to restrict the ambivalent child's ability to reason
at a more complex level, whereas the integration of affect and cognition for the
majority of the secure children seems to suggest this attachment classification is the
most optimal pathway towards theory of mind development. However, it is of
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paramount importance to replicate this study on a larger population prior to drawing 
any firm conclusions as to the different trajectories envisaged for the three 
attachment groups. In addition, it is suggested that future research needs to address 
the methodology of the false belief test and the nature of how representational 
understanding manifests itself during the pre-school period. Based upon the findings 
of this study and Mayes et al. (1996), it could be necessary to re-conceptualise our 
understanding of a theory of mind, specifically as in each attachment group there was 
a marked lack of consistency in the test results. Rather than viewing representational 
understanding in this age group as constant and fixed, it may well be similar to RSF, 
hence not always a level at which an individual functions.
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CHAPTER FIVE 
Qualitative results and discussion
1. Analvsis of observational material.
1.1. The process of analvsis.
The initial analysis ostensibly took place in the field, with commentaiy and notation 
attached to the comprehensive observations of each child’s interactions, 
communication and behaviours. However, every attempt was made not to draw firm 
conclusions at this stage, as the intent was to record what happened and then to classify 
and interpret the behaviours observed. It was noted that the ecology of the nursery was 
influential; as mentioned in the methodology, pilot studies in two other pre-schools 
took place prior to the major study, and as both were considerably smaller, this enabled 
a more precise recording of the child’s conversations. In contrast, this nursery provided 
the children with far greater space and unrestricted access to the outside play area 
during the fi*ee play period. In addition, when positioned in one area for note taking, 
other activities at a distance were more difficult to monitor and record. However, there 
were key times, noticeably during organised activities, group sessions, and around the 
playhouse, that the content of the children’s conversations could be taken down 
verbatim. Importantly, the children were comfortable with my presence, which did not 
restrict or impinge upon their behaviour, ensuring that recordings captured naturally 
occurring incidents. Any child who initiated contact with me was not deterred in any 
way, and these interactions provided some interesting insights.
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Separations and reunions, although not used to categorise attachment status, 
contributed some valuable information when a distinct pattern was observed. However, 
some caution was exercised when interpreting the children’s behaviour at this point. 
Participants had already been in the nursery for a full school term before the study 
commenced, and they were familiar with both staff and peers. Therefore the 
separations at the commencement of the nursery day might not have been stressful 
enough to activate the attachment system at the point of the parental departure. 
Secondly, the presence of the nursery staff and peers introduced other significant 
relationships into the picture, possibly confounding observed behaviour of the child 
with the caregiver. Moreover, due to the layout of the nursery, separations and, in 
particular, reunions were not always visible, limiting the number of actual episodes that 
could be observed. Finally, it was recognised that a break from the nursery after half 
term or at the beginning of a new term might have had an impact upon their behaviour, 
as the children settled back into the nursery routine.
After data collection, a profile for each child was composed from the observation
material, drawing upon the key themes within attachment literature and the strategies
identified in the PAA. Importantly, these detailed profiles were compiled prior to
analysis of the responses to the SAT and the coding of the experimental tests to avoid
possible bias. This was deemed to be critical due to unfeasibility of inter-rater
reliability checks, thus it was important to be as rigorous as possible to ensure that the
analysis was not influenced by advanced knowledge of the child’s performance on the
other measures. Once the attachment status had been established with the SAT,
participants were grouped into the relevant categories, and the profiles were reassessed
to determine the extent to which the material complemented or not the child’s
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attachment status and the patterns that emerged. Similarly, each child’s performance on 
the four false belief tests were assessed in order to determine whether a theory of mind 
was a significant factor in terms of the quality of their relationships, behaviour and 
attachment status. For the purpose of identifying each child, the participants were given 
a number, and will be referred to as such throughout the text. It will be noted that in the 
following text that although the final sample totalled 56, some children are referred to 
with a higher number. This occurs due to the fact that the participants were given an 
identifying number at the commencement of the observations. As a number of the 
children were not available for the all the measures they were omitted firom the final 
sample, but the remaining children retained their original number. The following 
material presented is the result of these various stages of analysis, and provides 
examples of a number of the children who epitomised the characteristics of each 
identified category, and those who displayed distinctive or, at times, unusual behaviour. 
Furthermore, the interpretations and commentary refer to episodes that occurred when 
the individual child was being observed, and it is acknowledged that there were periods 
when the participants were not visible or the focus of study. It was clear fi"om the 
analysis that there was not a prototype secure, avoidant or ambivalent child. Therefore, 
although there are identifiable patterns and strategies in each category, the manner in 
which the underlying themes emerged were not uniform. Thus in order to provide a 
complete and accurate picture of the diverse personalities, a number of children in each 
category with examples of the diverse behavioural manifestation of the identified 
themes will be presented.
Finally, it is worth noting the nursery policy regarding discipline that is particularly
relevant to the thesis. There was seldom a raised voice when it was necessary to
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reprimand a child, rather staff would draw the child’s attention to how their behaviour 
affected them or other children. For example, “it makes me very sad when you don’t 
listen”, or “when you do that you upset X”; praise additionally focused upon internal 
states, i.e. “I feel so proud of you, you have made me veiy happy.” Furthermore, during 
story time, staff consistently highlighted the distinction between pretence and reality in 
the text of the story, or asked children to predict or explain characters’ actions. For 
example, asking the children whether a story character would be surprised at events 
occurring, or how would they feel in certain contexts. Such practice, (as outlined at the 
end of chapter two), in the home has been linked to success on perspective taking tasks. 
The implications of this practice and the results will be reviewed in the discussion of 
this section. (Details of how the nursery sessions were structured can be found in 
Appendix V).
The observational data will be presented in the following order.
1.2. Observations of ambivalent children.
1.3. Observations of secure children failing the experimental measures: Inconsistent 
secures.
1.4. Observations of children showing marked resistance to the Separation Anxiety 
Test.
1.5. Observations of avoidant children.
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1.6. Observations of secure children.
1.2. Observations of ambivalent children.
In a nursery setting the behaviours of the ambivalent pre-schooler, as identified by 
Crittenden (1995) are potentially more visible and distinct. The strategy, as with the 
parent-child dyad, is to ensure that attention is focused on the self, achieved by either 
an angiy, difficult and conflicted behaviour of the Cl, or in contrast, the purposeful 
helplessness of the C2 child. Although the discrete behaviours of these two 
complementary sides of the ambivalent strategy are displayed by all children at times, it 
is the underlying function and the consistency of this behaviour across time and 
relationships that discriminate the ambivalent or coercive child fi*om the other two 
attachment groups. Thus, all children exhibit anger or hostility, are difficult or rejecting 
of peers, or behave in a needy or helpless manner when known to be competent. 
However, these behaviours are often specific to certain contexts or a response to an 
identifiable trigger, and are not a characteristic way of being. The double sided nature 
of the ambivalent category was also noted by Ainsworth et al. (1978) as a characteristic 
of ambivalent infants during the SSn, identifying a pattern of passivity, a lack of 
purposefulness or self initiated activity and the angry, conflicted and resistant 
behaviour.
Observations proved to be particularly salient in discriminating between the passive
helpless C2 child and the withholding resistant defended (avoidant) pre-schooler in
terms of the content of their replies to the SAT. For both groups the narrative produced
was characterised by a paucity of detail, although it is suggested that the underlying
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strategies had divergent origins. The withholding defended child engages in a strategy 
of defensively excluding from consciousness the feelings of anxiety aroused by unmet 
attachment needs, hence the limited narrative generated in response to the SAT. Such a 
resistant pattern is synonymous to the behaviour of the avoidant infant in the SSn, who 
overtly turns away from the returning attachment figure. For the coercive C2, within 
the context of the caregiver-child dyad, exaggerated passive and helpless behaviour in 
separation situations creates the dynamic of ensuring that the caregiver has to attend to 
them. Notably, this strategy was apparent in the behaviours of the identified C2 in the 
nurseiy, to the extent that it was a fundamental characteristic throughout the 
observation period. In turn, it was predicted this style of relinquishing responsibility for 
the self coupled with a failure to envisage a purposeful strategy to cope with the 
depicted separations in the SAT would result in the minimal amount of content being 
produced by the child.
When these children were the focus of study they displayed the aforementioned
helpless and exaggerated coy behaviours in their interactions, particularly with adults,
and indeed it was apparent that there was minimal contact with peers. Within the
research literature identifying the key the features of the ambivalent strategy, there is
constant reference to the lack of self-initiated activity in conjunction with low levels of
autonomy and independence (for example, Matas et al. 1978; Cassidy and Berlin,
1994). Presenting a submissive, passive persona whilst maintaining appeal through
high levels of positive affect was additionally noted by Turner et al. (1991), further
drawing attention to the gender stereotyping of this behaviour.(This latter point was
confirmed in this study as all three coy/helpless children were female). The net result of
this preoccupation with the attachment relationship is a failure to engage academically
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or socially with others (Crittenden and Claussen, 1994). Furthermore, Belsky et al. 
(1984) reported that the ambivalent child consistently performed at lower levels of 
functioning in free play sessions, displaying incompetent behaviour that did not reflect 
their actual ability. All these elements were clearly apparent in the quality of these C2 
children’s conduct and relationships within the nursery. Further conformation of the 
strategy came from the staff, who reported that they felt that the helplessness of the C2 
children was unrepresentative of the child’s real abilities.
Numerous examples are available to illustrate the identified characteristics of this
subgroup, notably the distinctive behaviours observed during the standard procedure of
locating their name card displayed on a table at the entrance of the nursery. Child 25
was invariably clingy to her mother on arrival, maintaining a firm grip on her clothing,
and displayed a fixed smile whilst exerting the minimum of effort in locating the
correct name card. The coy pose, as described by Crittenden (1995), was amply
displayed and was used to present an appealing and disarming front to the adults, and
to counter any negativity. The pose consists of the child standing with her stomach
pushed out, a fixed smile, twiddling with hair whilst looking around the nursery and
failing to act in a purposeful manner. This position was consistently maintained until a
member of staff was required to offer assistance, and it was notable that if no aid was
forthcoming she would remain stationary. Superficially, 25 gave the impression of
looking at the names laid out, however, she was overtly inactive, staring only
momentarily at the table, and then back to the adult, smiling, until eventually the action
was performed on her behalf. On her mother's departure an identical pattern of
behaviour was in evidence, with child 25 continuing to stand by the table; once more
the impression was that she was unsure and helpless. Indeed, this pattern of behaviour
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was also apparent with the two other identified helpless children, 49 and 15. The 
genuineness of the confusion was belied by the fact this procedure was common 
practice in the nursery, which she had been attending since the beginning of the school 
year. Furthermore, this behaviour was also apparent when she was observed in any type 
of organised activity; it should be noted again that at the time of the observations these 
followed a standard format that was familiar to all the children.
Similarly, child 25 was fi*equently seen to appear confused, and when given simple 
instructions she would smile at the staff member but remain stationary, almost as if she 
had not understood. Consequently, the adult in question was required to demonstrate 
and guide 25’s performance during simple activities. One incident that fully captures 
this helpless strategy occurred during a cooking lesson, when having observed her 
peers participate in stirring the cake mixture, the bowl was passed to child 25. 
However, she seemed unable to commence the activity herself, necessitating the staff 
member to place the spoon in her hand and direct the movement. However, when the 
adult released her grasp, child 25 dropped the utensil, apparently unable to sustain the 
movement without assistance. This seeming failure to comprehend apparently simple 
instructions was further revealed during an episode when a member of staff needed to 
instruct the entire nursery group not to stand on a raised step at the entrance of the play 
house to avoid tripping up, and potentially hurting themselves. As child 25 was 
standing close, she was selected to aid this demonstration; she proceeded half a dozen 
times to walk through the doorway, and on each occasion she stood on the step, despite 
the fact that she was repeatedly requested not to, and was shown precisely what was 
required. This behaviour resulted in laughter fi*om the other children, whilst child 25
maintained a vague smile throughout, and refused to comply with the original request.
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On the rare occasions during which 25 was observed playing with peers her 
contribution was notably passive; thus she took on the role of a naughty child 
disobeying the "parents" by running away, while her companion performed the actions 
of the exasperated mother. However, she did not seem comfortable or able to continue 
with the unfolding game, and it appeared that having fiilfilled her function as directed 
by another child, she was unable to elaborate or add to the pretend role. In this respect, 
during the free play period her preferred activity was dressing up in the playhouse, and 
although this activity could have been classified as pretend play, on closer inspection 
there was no apparent objective. Having put on a costume, there was no role-playing, 
elaboration or activity, merely another change of clothes.
However, child 25’s helplessness and passivity were contradicted during the recorded
incidents in which she displayed spitefulness and resistance towards other children;
notably such behaviour appeared to only occur when 25 thought there were no adults in
the vicinity. Specifically, during these episodes she was clearly forceful and assertive, a
trait that was in direct contrast to her normal demeanour. This double-sided aspect of
25’s behaviour further verifies Crittenden’s (1995) contention of the underlying anger
beneath the helpless front of coercive/ambivalent strategy. For example, 25 was
standing alone and inactive in the playhouse, when another child moved towards the
entrance. On seeing this, 25 deliberately and purposefiilly blocked the doorway,
physically pushing the other child, and firmly instructed her to vacate the area. After
several futile attempts to gain access, the other child approached me for assistance; as
she pointed in the direction of the playhouse, 25 immediately crouched down in an
effort to avoid detection. I asked them to play nicely together, and as the child entered,
25 threatened to "smack her bum" leading to an angry exchange. Having been
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requested not to argue, the two protagonists proceeded to ignore each other within the 
confined space. Whilst 25 was the focus of attention other similar incidents occurred 
which resulted in some form of antagonism, with 25 overtly rejecting peers’ attempts to 
initiate play, necessitating adult intervention to resolve the dispute. This behaviour was 
significant in that it revealed a marked lack of continuity with her normal helpless and 
dazed demeanour with adults, which suggested an inability to assert or organise herself.
Child 15, who expressed the un-contained anger in the SAT, was the most overtly
demanding of the three participants who demonstrated the helpless strategy. It may
seem a contradiction to describe a child whose behaviour was helpless or passive as
demanding, however, this lack of autonomy or self-initiated activity had the net result
of forcing others to organise the child’s behaviour. As stated, in terms of the caregiver-
child relationship, this guarantees attention on the self, an adaptive strategy to ensure
some degree of responsivity and predictability fi*om an inconsistent caregiver. The
feigned helplessness was most explicitly displayed during her contact with me, as it
was observed that there was little interaction with staff or peers unless 15 was part of
an organised group. During these episodes she demonstrated considerable willpower
and assertiveness in her overt refusal to help herself in any way. Such a strategy
brought to mind the previously discussed research findings which suggested that the
mothers of ambivalent children foster dependency in their children in order to satisfy
their need to feel of paramount importance. One noted means of achieving this goal is
to treat the child as younger than their actual chronological age, which is later revealed
in the child’s immature and incompetent behaviour (George and Solomon, 1989;
Cassidy and Berlin, 1994). For example, whilst "working" on a puzzle, 15 picked up
pieces randomly, and showed them to me without looking at them herself, combined
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with persistent queries as to where the pieces should be placed. When the question was 
reversed, she typically replied "can't do it" or "I don't know", whilst maintaining a fixed 
smile; but her voice was firm and she resolutely avoided actually looking at the puzzle 
in question. Her normal activity during fi-ee play, as with 25 and child 49, was dressing 
up, which consisted solely of changing outfits with no play ensuing. Furthermore, if I 
was positioned in the vicinity 15 would continually approach and demanded assistance 
with the simplest of tasks that she was observed to perform unaided when I was not 
available. The following example typifies these exchanges where 15 displayed a 
determined effort to be helpless. 15 approached wearing a dress firom the selection of 
costumes available.
15 "Can you take this o fffo r  me" (coy smile, slight whine) 
Imw "You try y o u rse lf  
15 "Ican't do it" (whine)
Imw "I know you can"
15 "Ican't do it" (saidfirmly)
Imw "Yes you can "
15 "No I  can't" (sounds like an ultimatum)
A  temporary stand off resulted. Child 15 remained standing in fi*ont of me, her smile 
was distinctly forced, assertive in her adamant refusal to be persuaded to try. 
Eventually she made a weak concession by lifting the hem of the dress literally a few 
centimetres before letting it fall. This was followed once more by the assertion that she 
was unable to perform the action without aid, and yet her previous effort seemed 
purposefully inept in order to prove a point. The smile at this stage appeared forced, 
and did not seem to reflect her real affect, thus betraying an underlining anger at my 
insistence that she should try herself. I asked her to have one more go, and this time she 
lifted the dress higher and it came off easily. Her reaction was initially surprise, quickly
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followed by a look of clear annoyance. It was as if her intention was to fail. As I 
congratulated her, she gave a very faint smile, but appeared unhappy. It seemed that if 
she was genuinely convinced that she was incapable of removing the garment, her 
success would have aroused an element of pleasure and satisfaction, whereas the 
opposite appeared to apply to child 15. A few minutes later she approached with the 
dress in one hand, a hanger in the other, once more requesting help. On being asked to 
try herself, she once more refused. After being reminded of her earlier success with the 
dress, she made a vague gesture of moving the garment in the direction of the hanger, 
ensuring that the two items did not make contact, until I eventually conceded and did it 
for her. In response she smiled brightly, remained looking at me for a few moments 
with an air of triumph, before returning to the playhouse.
These children’s false belief performance confirmed theoretical expectations; child 15
and 49 failed all four, whereas child 25 only passed one Lewis and Osborne test. It is
difficult to determine the direction of causality with absolute confidence, as it is
possible that without a theory of mind the capacity to form meaningful relationships
with peers and adults was restricted. However, due to the similarity of their observable
behaviour and the congruence with existing attachment literature, it is suggested that
this attachment strategy could have been the underlying cause. All three children relied
exclusively on adult intervention to engage in the most simplest of tasks, coupled with
a distinctive failure to initiate or respond to communications or requests. With such
passivity it did not seem surprising that peers were unwilling to take on the
responsibility for providing the extent of support all three girls required from the
adults, hence their peripheral role in the social life of the nurseiy. It was considered
particularly pertinent that the pretend play displayed by these girls appeared limited and
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functional. As noted in chapter two, pretence has been highlighted as a significant 
factor in the development of a theory of mind as it requires the child to hold two 
contrary representations of reality at the same time (Leslie, 1987,1988; Lillard, 
1993a&b). Although it is clearly not possible to know exactly what these children were 
thinking whilst engaged in this activity, it did appear that the perfunctory manner in 
which they changed costume suggested that the pretend mode was not fully entered.
In terms of the other children classified as ambivalent (bar two who will be discussed
at the end of this section) observations complemented the SAT material, which was
characterised by anger, incoherence and passivity. The observations did confirm the
split between the helpless/coy and angry resistant strategies, characteristic of the
ambivalent child identified by both Ainsworth et al. (1978) and Crittenden (1995). A
combination of feigned helplessness, a lack of exploration or autonomy in conjunction
with the more hostile and resistant interactional style were clearly evident in the
behaviour of a number of these children during the course of the observations.
Interestingly, the only child who displayed obstructive behaviour towards completing
the SAT was classified as ambivalent (see Shouldice and Stevenson-Hinde, 1992). This
resistance to co-operation was mirrored in his interactions with peers; he was
frequently seen interrupting activities, snatching toys, rejecting advances to play and
refiised to take turns. It seemed that he preferred to impose his will upon ongoing
activities rather than compromise and find a mutually beneficial solution.
Children in this group, whose replies contained some unusual content and high levels
of incoherence in response to the SAT pictures, were distinctive in their interactions
with staff and peers in the nursery. Four children fitted this pattern, including child 32
who will be presented later as part of a case study. However, his conduct was often
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destructive and aggressive in relation to peers, imposing his will on situations or people 
by failing to, or was not aware of the impact of his behaviour.
Child 57's demeanour and presence throughout the observation period remained
consistent, without a discernible fluctuation to her constant doleful and depressed
expression. Contrary to expectations based upon descriptions of the ambivalent
strategy, the separations were barely noticeable, and initially it was difficult to ascertain
which adult was her mother. Staff would greet 57 cheerfully, but never received any
response, although she was compliant in being assisted in finding her name before
quickly sitting down. Peers around her were not acknowledged, with her head bowed
facing the floor. This depressed affect remained intact and constant during the group
session, and it was noticeable that she rarely sang during circle time, nor was she
selected by other children to participate. During this popular activity she intermittently
raised her hand to be selected, and yet this movement lacked a spontaneity that was
reflected in her impassive facial expression. Similarly, in organised activities she failed
to contribute and initiate contact, or if she was asked a direct question her answers were
given in a whisper, necessitating staff to bow their heads close to hear her response.
Notably, it was observed that when 57 was in close physical proximity to other children
engaged in an activity, she would barely glance in her peers’ direction, even when the
play was loud and effusive. Conversely, she was not passive when trying to gain
possession of the toys that she desired, and it was recorded that there were many
occasions when 57 was engaged in a physical struggle with a peer, in which she
invariably succeeded. In fact, it appeared her only interaction with peers revolved
around conflict, where she was unable to share or compromise, intent on achieving her
goal. As with many of the children in this group the poor quality of, or non-existent,
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relationships with peers must have restricted the opportunities to learn about the 
perspectives or others. In fact, there was an apparent lack of interest in mutuality or 
turn taking, rather the goal seemed to be to satisfy their own needs. 57 additionally 
showed defiance towards staff, ignoring instructions by staring at the adult prior to 
carrying on with her solitary activity.
Finally, a distinctive characteristic of child 57 was her overt lack of enthusiasm for 
participating in the theory of mind tasks, whereas the majority of the children were 
cheerful and co-operative. Specifically, her refusal to perform the facial expressions of 
the emotions as part of the warm up for the emotion perspective task was unusual, 
instead she stared straight ahead with no sign of a reaction. Child 57’s false belief 
performance was fairly poor; she passed both the Bartsch and Wellman tests, but failed 
to transfer this level of reasoning to the prediction format Lewis and Osborne. In terms 
of the ambivalent group as a whole, 57 was one of the four children who passed two or 
more of the tests, in spite of her antagonistic behaviours directed towards peers.
A disparate profile emerged with child 21, and the anger and destructiveness that
pervaded his responses to the SAT were frequently mirrored in his unique, and often
obstructive behaviour within the nursery. Indeed, child 21 was distinctive, not only for
his actual conduct, but also the divergent responses he elicited from peers and staff.
Separations additionally revealed a distinct pattern of interaction; the mother of child
21 mother spoke to him in short, simple phrases as if addressing a far younger child.
Feasibly this pattern can be interpreted as an example of a mother of an ambivalent
child treating them as younger than their chronological age. During the separations 21
would invariably reject his mother’s requests, and struggle free from embraces at the
232
moment of her departure. During the initial phase of the observational period his 
behaviour was more subdued in the following circle time. However, as his popularity 
gradually increased, he was called out to, or was collected by peers to sit next to them. 
Notably, his demeanour was of a toddler, his appearance was doll like, and his speech 
comprised of repetitive, short, simple phrases, delivered in a high squeaky voice, 
reminiscent of the manner in which his mother addressed him. Throughout the course 
of the circle time he was prone to call out song titles at inappropriate times, repeating 
the title, often accompanied by jerky movements and hand clapping. These outbursts 
appeared to occur whenever the thought entered his head, as they were delivered at 
inopportune moments when another topic of conversation was in the offing. Similarly, 
as other children were being selected for song games he would continually ciy out 
"what about me" before selection and often during the actual song, unaware of the 
amusement his conduct created. This behaviour continued in the small group session, 
where his attention frequently wandered, as revealed by his gazing around the nursery, 
fidgeting and calling out indiscriminately.
His peers appeared to be conscious of his difference, and at the beginning of the
observations he was a curiosity, although at this stage other children kept their distance.
His role in the nurseiy altered from a source of amusement to a more integrated
participant when he became “adopted” by another child. She proceeded to treat him
like a plaything, leading him around the nursery with much petting and affection
directed towards him. It was noted that in this relationship the girl directed the
activities, and although 21 at times appeared bemused, he was often compliant. An
interesting example was her attempt to initiate a game of pretend play, which involved
showing 21 how to make pretend phone calls, chatting to an imaginary person. Yet 21
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appeared unable to grasp this concept, instead he just replaced the hand set after not 
hearing another voice at the end of the line. In contrast, during the course of the 
observations of child 21 it was noted that his behaviour in organised activities became 
progressively more focused, and he demonstrated real enjoyment in being part of these 
sessions. In addition, he was capable of appropriate contributions, understood 
instructions and did sustain concentration.
However, 21 was not solely compliant, and he consistently displayed rejecting and 
hostile behaviour towards his fiiend; for example he was to observed on numerous 
occasions to angrily push and/or demand that she left him alone. Similarly, at the end 
of the observation period he developed a fixation on another girl, and he became 
insistent and assertive in dominating her time, and on occasion, he was aggressive 
towards those who threatened to thwart his intentions. In addition, he began to behave 
defiantly towards staff; to simple requests he would adamantly refuse to comply, 
necessitating staff to address him stemly. These outbursts of defiance directed at staff 
and peers were clearly reflected the pervading anger and destructiveness within his 
responses to the SAT. Similarly, his failure on all four of the false belief tests was 
reflected in his behaviour as described above, notably, his apparent failure to 
comprehend the nature of pretence.
The violence expressed in the transcript of child 51 was incongruent with his observed
behaviour in the nursery. The only indication of the problems revealed in the SAT was
his demeanour prior to and immediately after the separation from his mother. On
arrival child 51 was subdued and appeared downcast and withdrawn; contact at this
point with his mother was minimal, and she observed him locate his name at a
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distance. Similarly, the farewell was some form of distal gesture, which gave the 
impression of being fairly functional and lacking in warmth. In the following circle 
time it was observed that 51 exhibited two distinct patterns of behaviour; either the sad 
demeanour continued, and he sat with arms folded, head down, barely looking at other 
children or joining in the singing. Or, if he was greeted by a member of staff or another 
child, 51 would become animated, and there would bright smiles, banter with friends, 
and contribution to the circle time games.
When child 51 was the focus of study his interactions with peers followed the latter
pattern, where he was confident, popular, able to play with a variety of children and
also amuse himself alone. There was enjoyment of pretend play, for example, when he
engaged me in a pretend cooking game, he was solicitous in ensuring that I knew that
"coffee is hot, you have to wait until it has cooled down". Only on one occasion was he
observed to be overtly disturbed by the behaviour of one child who was a late arrival to
the nursery. Up to this point the new child had little contact with children of his own
age, and consequently his behaviour was unusually smothering and overwhelming. The
child’s lack of social skills were demonstrated in his interactions with peers, as
ostensibly his attempts to engage others were restricted to the mimicry of behaviours
and vocalisations. At one point child 51 was playing quietly alone when this child
targeted him; the majority of the children would normally ignore or fend off his stifling
advances, but child 51 became very distressed and fearful, cowering behind a chair
until an adult came to his assistance. In contrast, during the course of his observed
interactions with child 32, he was conspicuously sensitive to his companions limited
capacity to follow the themes and ideas in all forms of play. This latter tendency was
mirrored by his performance on the false belief tests as he passed all four. Such a result
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was clearly incongruent with the test performance of the ambivalent group as a whole 
and 51 remains distinctive.
To summarise, the majority of the ambivalent children confirmed theoretical 
expectations and previous research findings by the quality of their interactions with 
others and their behaviour in the nurseiy. Specifically, Crittenden’s description of the 
coy/helpless C2 child was particularly salient in terms of the distinctive behaviour of 
three girls, and proved to be an important source of information in the attachment 
classification process. Several key themes arose from the assessment of this group that 
were distinctive; ambivalent children were seen to function at lower levels during free 
play, organised activities and experienced the poorest quality of relationships with both 
peers and staff. That is not to say that all the children classified as ambivalent were 
unable to co-ordinate and play positively with peers on a number of observed 
occasions. However, this group more than any other category, overtly displayed 
antagonism towards peers when their immediate desires or plans were thwarted or 
interrupted. It appeared that other children were expected to accommodate to the 
wishes of the ambivalent child without due consideration of their partners own separate 
intentions or plans. Hence, dispute and hostility arose if the peer failed to comply, and 
it was this lack of mutuality that characterised the relationships of these children, 
mirroring the established pattern of the ambivalent parent-child dyad. Such a style of 
behaviour was reflected in the poor, or virtually non-existent, pretend play of many 
ambivalent children and the significantly lower pass rate on the false belief tests.
236
1.3. Observations of secure children failing the experimental measures: Inconsistent 
secures.
Observational material provided invaluable insight into the poor performance on the 
pre-school measures of seven children classified as secure on the basis of the SAT. 
(Poor performance was based upon the child’s failure on more than one of the four 
theory of mind tests; see appendix 4 for a full breakdown of the participant’s test 
results). As Child 46 will be discussed in the case studies section an assessment of his 
conduct is not included in this section.
Research has indicated that secure attachment to both parents is optimal, then secure to 
mother, secure to father and finally children insecurely attached to both parents fare 
less well (Main and Weston, 1981; Easterbrooks and Goldberg; Grossmann and 
Grossmann, 1991). In terms of imbuing within the child a sense of self as an intentional 
being through the accurate mirroring of the child’s affective states, the maternal 
capacity to engage in this process could be more influential. Plausibly, these 
inconsistent children did not have this experience with their primary caregivers, hence 
the low rate on the theory of mind tests. However, their responses to the SAT could 
have been influenced by a secure attachment to an alternative caregiver.
Child 18’s ability to be emotionally open and to generate constructive solutions in 
response to the SAT pictures was entirely unexpected; his observed interaction and 
conduct with his mother during separations had all the hallmarks of an angry, resistant 
and ambivalent relationship.
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Picture one, other
E. How feels?
C. Sad
E. H e fee ls sad, why does he fe e l sad?
C. Cos his mum and dad are going away 
E. Because his mum and dad are going away? 
C. TgaA
E. A nd would he fe e l anything else?
C. H e would fe e l sad  
E. H e w ouldjust fe e l sad  
C TeaA
E. A nd  what, what do you think he might do?
C. H e w il l  go upstairs
E. H e would go upstairs?
C. A nd play
E. A nd play, and would he do anything else? 
C. He would p lay with his car 
E. H e would p lay with his car
The above example provides an illustration of the real discrepancy of this portrayal of 
relationships, (also maintained for the self), and the angry, coercive and rejecting 
behaviour that he presented during the separation episodes. There were numerous 
angry incidents, where 18 blatantly defied his mother, was aggressive and overtly 
hostile; in contrast, his mother’s reaction was passive and needy in the face of her son's 
rejection. One morning, as they entered the nursery, his mother weakly motioned to her 
son with the instruction to find his name; in response 18 blatantly ignored the request, 
leaving the mother to call out his name with no conviction as 18 went to sit down. 
However, when a member of staff observing this asked him to comply, he immediately 
heeded the instruction and proceeded to the table and successfully located his name 
without assistance. His mother followed, asking for a kiss and although 18 reluctantly 
complied, he revealed his dissent by averting his face whilst leaning back to avoid 
contact. The mother, who walked to the door, hesitated, and once more approached her 
son, further protracted the separation. On seeing her return, 18 stood up and re­
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positioned himself, once more in an attempt to defy his parent. As she reached him he 
expressed his hostility by an angry sound and physically pushed her away, until she 
retreated once more. When observed, it was common for 18 to challenge or overtly 
disobey his mother's commands, only to be instantly amenable when a member of staff 
interceded. Such as the occasion when 18 arrived with a handful of soil in the nursery, 
and as soon as his mother requested him not to drop it, he immediately disobeyed her. 
As his mother stood helplessly, staff insisted that he cleared up the mess, which he 
willingly did so without protest.
Other mornings he would lash out at her, screaming so loudly that the disturbance
startled other parents and children. His mother’s response was invariably some form of
gesture towards him, usually it seemed for affection, which only increased his anger. In
addition, child 18 utilised false cognitions (normally a strategy used by the adult) as
identified by Crittenden (1995) in an attempt to deceive his mother and succeed in
achieving his goals. This was illustrated by the following conflict within the dyad when
child 18 brought in a toy guitar. Before departing the mother asked for its return, which
at first he conceded to with a whine of disapproval. However, rather than leaving his
mother went down on her knees in front of her son, and repeated three times that she
had to take the item home. Immediately she directly contradicted her words by passing
the guitar back to her son. The struggle gradually heightened. The mother pleaded with
her son to return the guitar, whilst he progressively became more truculent and vocal in
his protest. His mother eventually reclaimed the guitar, but remained on her knees
repeating that he must allow her to take it home. At this point child 18 suddenly went
quiet, eyes were opened wide as if in astonishment, whilst he pointed in the distance
behind his mother's back. As she turned around to look, he quickly attempted to snatch
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the guitar. By this stage the argument was disrupting the rest of the nursery children, 
and a staff member was needed again to intercede and assist the mother.
18 "I want this, I  want this" (angrily)
M other "You can't have it, (to staff) Can he?" 
S ta ff "I think it is best i f  you give it hack to mum " 
M other "See they are making me take it"
It was interesting that the mother blamed the staff for insisting that she reclaimed the 
instrument, providing inaccurate and misleading information. 18 grudgingly conceded, 
but he was overtly dismissive of her efforts to placate him and say goodbye. Even when 
there was obvious conflict, his mother ensured that departure was drawn out; for 
example, having said goodbye, she would move towards the exit, but returned up to 
three times asking for a kiss from her son, and consequently he became increasingly 
more rejecting and aggressive. When the dyad was observed as they walked home at 
the end of the nursery session this interactional style was also in evidence. Thus 18 
would refuse to comply with his mother’s requests as she tried to induce him to follow 
her. Eventually she would just walk off, and on seeing this 18 would call out pitifully 
and run after her; but as soon as she turned around, he would once more loiter and play, 
repeating the cycle.
Complementing the pattern of behaviour with his mother, 18 was seen to be 
intermittently disruptive when interacting with his peers, normally by his intrusive 
interruption of other children’s games whilst vocally drawing attention to himself. As 
he was a new child in the nursery, possibly it was harder to be accepted into a well- 
established group, hence these efforts to participate were rejected.
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Conversely, it was recorded that whenever his father brought him to nursery he was 
quiet, unobtrusive and well behaved, thus he would find his name and sit down for the 
circle time after a brief farewell with no indication of the antagonistic, disruptive and 
coercive behaviours. Moreover, with the staff he was compliant and obedient, as 
described when they interceded in the disputes with his mother. For example, in a one- 
to-one situation with an adult he worked well, was bright and focused on the task, and 
displayed an eagerness to contribute and learn. Whilst working on a puzzle with 18 he 
was co-operative and competent, and keen to sustain the interaction by offering another 
activity. During this episode, when other children interrupted momentarily, he was 
patient in waiting for my attention once more. In addition, in circle time he was loud 
and enthusiastic, calling out constantly, although this did diminish as he became used 
to the nursery routine. However, he remained an active contributor, and he was 
frequently selected by other children to participate in the singing games. His 
relationship with his mother illustrated the classic characteristics of the coercive and 
conflicted interactional style; conversely, his SAT replies and this latter behaviour 
indicated that he did have access to a secure working model. Possibly, the secure 
representation was drawn from his relationship with his father, as he was explicitly 
mentioned in the first separation incident for the self.
However, notwithstanding the above examples of his co-operative behaviour, it was
the characteristic ambivalent behaviour he displayed in the presence of his mother that
was congruent with his false belief performance as 18 failed all four tests. One possible
interpretation of the lack of consistency between attachment classification and his two
distinct behavioural patterns could rest with the mirroring process described in chapter
one. Ambivalent attachment emerges from a history of inconsistent mirroring of the
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child’s affective states, resulting in a breakdown in cognition (Crittenden, 1994; 
Fonagy and Target, 1997). It was hypothesised that this pattern would create the most 
difficulties in terms of theory of mind development. Possibly, with this interactional 
history, as seen in 18’s conduct with his mother, led to his poor performance on the 
false belief measures, which an alternative secure model was unable to counteract. The 
remaining children in this group all exhibited difficulties in their relationships, 
although none to the extent of child 18. A brief resume of each child’s particular 
behavioural characteristics will now follow, as the observational material was 
invaluable in providing indications to explain the apparent discrepancy between the 
child’s attachment status, behaviour and theory of mind development. In terms of their 
performance on the false belief tests, child 53 failed all four, 14 and 43 failed three and 
2 and 17 failed two.
Child 43's behaviour contained identical features, if not as pronounced, of the helpless
C2 passive children outlined in the preceding section. As she arrived in the nursery
there was a pattern of a coy pose and behaviours, smiling vaguely at staff, and lingering
around the main table. Similarly, she would remain stationary until a staff member
approached her and aided her in this task; prior to sitting down she would remain
standing, needing several directions as if she was unsure of the correct course of action.
During the observations of this child in small groups and circle time her demeanour
was vague, her attention span seemed short, with constant gazing around the nursery,
coupled with a minimal contribution to the group. The standard procedure each day
was for the small group discussions to follow immediately after circle time, and it was
conspicuous that throughout the observations this child, without fail, 43 was the only
one who was unable to follow this plan. Either she would stay seated, or stand, gazing
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and smiling, taking on the coy pose, and even after instructions fi*om staff she would 
remain stationary and inactive, until eventually, with exaggerated slowness, she joined 
the correct group.
Notwithstanding this helplessness there was genuine shyness, visible in her 
embarrassed and reticent behaviour in response to direct questions or greetings. 
Furthermore, during staff led organised activities such as artwork or cookery, she was 
able to be focused on the task and concentrate well, following instructions accurately. It 
appeared that when there was an activity organised for child 43 she was able to sustain 
concentration, in contrast to the overt lack of initiative displayed when she was alone. 
In addition, in these group sessions, even if there was no direct communication, she 
demonstrated her pleasure by shy sideways smiles at staff and sometimes other 
children. However, there was a distinct lack of interaction with peers during the 
observations; her play tended to be solitary or in parallel with other children, but no 
mutual engagement on a joint activity was recorded. She often wandered around the 
nursery, and when questioned by staff or given suggestions, her response was once 
more this coy pose, smile and no answer; the position maintained after the adult 
departed. In contrast, she frequently could be seen watching and deriving vicarious 
enjoyment from other children's laughter and games, smiling at a variety of antics, but 
she refrained from taking part.
Isolation from peers was the striking characteristic of child 53’s observed behaviour;
although relaxed and cheerful, he clearly remained outside the social world of the
nursery. As with child 43, his involvement was indirect, but animated, demonstrated by
little claps and jumps of joy as he watched other children icing cakes, or as he stood
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grinning as a group of boys raced around in the toy cars outside. 53 seemed to gravitate 
towards peers, yet he remained content to limit his engagement to an observer’s role, 
interspersed with solitary play, such as working on puzzles, construction materials or 
wandering around the nursery. Consistently throughout the observations of child 53 
when he was in the same vicinity as peers, there would be a mutual smile of 
acknowledgement, but no invitation or signal by either to collaborate. This pattern was 
confirmed by his conduct during circle time, small groups and organised activities, 
where he displayed his enjoyment by gestures, smiles, little jumps and shuffles, but 
there was no direct communication with either staff or peers. It appeared that his only 
direct communication was with his twin brother, and even this was brief as they 
engaged in a short quiet exchange, before moving away separately. However, he was 
clearly concerned and supportive of his brother when he was upset at the 
commencement of the nursery session, and it was noted that 53 made a concerted and 
spontaneous effort offer comfort.
In contrast, child 14 was an active and popular member of the nursery, however the
separations from her mother were distinctive. Initially 14’s entrance was cheerful, both
mother and daughter chatted and laughed as they searched for her name card together.
It would be on the point of departure, as they had a hug goodbye that the overt
difficulties emerged. Invariably, child 14 would become clingy and often tearful,
hanging on to her mother's clothes and refused to release her grip. At this point the
mother would request assistance from the staff to aid in literally removing child 14. On
observing these episodes it was noted that on many occasions as 14's face was averted,
she could be seen to be smiling, whilst whining or giving the impression of being
tearful. Notably, when she was promised a sweet or other gift, 14 would then allow her
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mother to leave, although she remained close to the staff member involved. A few 
times she continued to be slightly tearful, but on commencement of the singing games 
she would compose herself and join in the activity. Notably, the hidden smile that was 
visible as the staff attempted to dislodge her grip from her mother’s clothes was also 
apparent as a disarming tactic with adults if she was being reprimanded for some minor 
misdemeanour.
The display of resistant behaviour during the separations was the only indication that
there could potentially be problems with the false belief tests. Conversely, during the
observations of 14 the pattern and quality of her relationships at all other times was
essentially positive and co-operative; she enjoyed participating with peers in large
groups, intimate dyads, or engaged in solitary pursuits. Furthermore, there was clearly a
good rapport with staff and peers, expressed by physical affection, mutual laughter and
smiles. For example, when a child spontaneously expressed physical affection towards
14 she gently touched a member of staff to draw attention to this incident and share her
delight. The adult then reiterated what had happened resulting in 14 receiving another
hug, and mutual enjoyment for all parties ensued. Equally, whilst 14 was working with
a peer, for example, on a puzzle, the two would remain close, their bodies tending to
lean towards each other, touching, with constant eye contact and smiles as the partners
collaborated on the task. Similarly, during group activities she was enthusiastic and
fully focused upon the task, and 14 was confident in responding to queries and able to
comment freely on the topic of conversation. This positive orientation towards others
was apparent during the circle time; although she was keen to be chosen herself, she
did not register disappointment when this did not materialise, and continued to actively
contribute. As with child 19, she seemed to be genuinely pleased if a friend was
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selected, giving them a smile as they stood up to participate. This child in particular did 
present an inconsistent profile, as the behaviours described above, i.e. shared humour, 
co-operation, did appear to suggest that she was cognisant of the minds of others, as 
skill that was not transferred to the formal measure of false belief understanding.
In contrast to the previous child, a very different profile emerged for child 17, notably 
her strained relationships with both adults and children. Separations revealed no signs 
of overt difficulties and 17’s entrance was unobtrusive as she diligently located her 
name card with the patient assistance of her mother. Following an affectionate farewell, 
17 moved to find a place to sit, during which she would smile shyly at peers; however, 
it was noted that these greetings were not reciprocated. At the beginning of the 
observation period 17 tended to be more of a loner, yet she was able to occupy herself 
purposefully on a variety of activities. However, there were indications that she would 
have preferred to be more of an active participant, specifically with peers. In this 
respect it appeared that her attempts to integrate herself into groups were counter 
productive. For example, after observing two children collaborate on a card game, 17 
purposefully withheld some cards, and she remained impassive to their pleas to return 
the items.
In the group sessions she was observed to make a concerted effort to be a proactive
participant in the proceedings, and she became visibly animated on the receipt of praise
firom the staff. During these moments 17 would look to peers with a shy smile as if  to
share her pleasure, but this tended not to be acknowledged. Similarly, although there
were no visible signs of deliberate rejection on the part of the peer, there was a sense of
dismissal in their attitude towards her. During the course of the observations of this
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child it appeared that in her need to be accepted by peers 17 became either ingratiating 
or disruptive, hence her social skills retained a clumsy quality. In this respect 17 she 
was more successful in her relationships with boys, although it was her copying of their 
silly or disruptive behaviour that gained approval (this latter pattern was a notable 
feature of one ambivalent boy, child 54). Hence as a result 17 was subjected to frequent 
reprimands from staff, and at times she seemed to bear the brunt of the adult’s 
annoyance, even though she was certainly not the instigator or alone in causing the 
distraction. Furthermore, her inclination to mimic other children as a means of gaining 
access to games would more often than not lead to the opposite of what 17 seemed to 
desire, and this lack of social awareness characterised her style. Briefly she was able to 
form an alliance with child 20 (see case studies) by this method, however, this was only 
short lived and led to 17 being on the receiving end of overt hostility from her former 
partner.
Child 2’s continued success vrith peers was commented upon by the staff, as from an 
adult perspective his behaviour was considered to be overbearing and domineering. He 
invariably entered the nursery confidently and was competent in finding his own name. 
In addition a number of children would call out and ask him to sit next to them; with 
obvious enjoyment at this demonstration of his popularity, he would loiter before 
making his choice, normally selecting child 19 (discussed earlier). He was very vocal 
in group sessions and would regularly converse with staff and peers, yet his 
contributions tended to be restricted to self-enhancing comments, or he engaged in a 
game of one-man-up-ship, detracting from the contributions of his peers. For example, 
as a staff member asked a girl if she was fully recovered from an illness, 2
instantaneously interrupted and launched into a vivid description of a recent blood test.
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Another comparable incident took place in small group time when the discussion 
focused on the children’s favourite sweets. Child 2 started to shout over the other 
participant’s comments until they were silenced, following which he proceeded to list 
his top ten, relishing the attention of the whole group. Because he was articulate and 
bright he easily dominated, and even though the staff tried to ensure a degree of 
equality in the proceedings, his peers did not seem to mind his insistence on controlling 
the group. In contrast, when attention was diverted away from him it was observed that 
2 would become overtly displeased. To illustrate, the children were encouraged to 
design and create hats to celebrate Red Nose day; as 2 did not contribute he was 
unusually restrained when his peers paraded their creations around at circle time. On 
this occasion he sat with his head bowed, and refused to either acknowledge or applaud 
his peers’ work and share in the general fun of the event.
Consistently child 2 disrupted staff led activities with his constant interruptions and 
attempts to dominate the proceedings; ignoring constant reminders, he would disrupt 
and negate other children’s input. This failure to comply continued even when he was 
requested to sit on the “naughty chair”, the ultimate punishment in the nurseiy, which 
was rarely put into practice as the warning alone would be sufficient to deter a child 
from misbehaving. On this occasion as 2 sat on the chair, (which was marked by 
complete silence from the other children, underlying the seriousness of the event), he 
could not resist calling out from this position. Significantly, in contrast to the quality of 
the content of his SAT responses, 2’s use of silly voices and sounds during the test 
suggested an ambivalent type resistance; hence his behaviour on task was perceived to 
complement his conduct with the staff in the nursery.
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As noted, his dominating behaviour was restricted to staff run activities, during which 
he appeared to have an almost compulsive need to impress the adults. However, he was 
popular amongst peers, and during the observations of this child in circle time he was 
normally selected by variety of children to take part in the song games. Similarly, in 
free play sessions he was frequently in the midst of a group, where he participated 
actively and was a key player in determining the course of action. In contrast to his 
overbearing presence when staff were present, if he approached children who were 
engaged in a game, he would often ask for permission to participate, to which he was 
invariably welcomed.
It was considered highly pertinent that these children (bar one) exhibited a range of 
behaviours that are normally associated with ambivalent attachment. This finding is 
interpreted had underscoring the probable association between the predicted difficulties 
this attachment group would have with the cognitive false belief test. Importantly, the 
quality of these children’s relationships were markedly poorer in comparison to the 
majority of the securely attached children whose theory of mind development was 
additionally more advanced. However, such findings do have methodological 
implications in terms of the attachment measure selected for this study. A more 
detailed discussion of these issues will be presented in the discussion chapter.
1.4. Observations of children showing marked resistance to the Separation Anxiety 
Test.
A distinct feature of the vast majority of children in the avoidant group was a clear
withholding on the SAT, a noted characteristic of this attachment strategy. Within this
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group, five children displayed marked resistance to the attachment measure; of this 
number, children 28 and 11 are discussed in the following case study section. The 
remaining three displayed significantly different patterns of behaviour within the 
nursery, but shared a common pattern of social isolation. Research literature indicates 
that the avoidant strategy has been associated with social withdrawal (Easterbrooks and 
Goldberg, 1990; Moss et al. 1996) and/or compliance (Crittenden and Claussen, 1994; 
Fagot et al. 1996). Alternatively, this category has also been linked to bullying (both 
aggressor and victim) and with aggressive behaviour (Troy and Sroufe, 1987; Cassidy 
and Kobak, 1988). Similarly, a focus upon activities rather than relationships coupled 
with the use of false positive affect to engage others are also characteristic features 
(Turner et al. 1991; Crittenden, 1995); notably, these identified behaviours were 
exhibited by the children in this group. Interestingly, one child appeared to typify the 
compulsive caregiving pattern in her relationship with a developmentally delayed child 
who attended the nursery (Crittenden, 1995, see methodology).The false belief 
performance of these children was notable; both 23 and 36 passed all four, whereas 
child 38 passed two.
When child 23 was the focus of attention he was seen to enter the nursery quietly and
unobtrusively, and immediately proceeded to find his own name with some assistance
either from his mother or staff. There was usually a farewell kiss, yet his mother's
behaviour appeared curt and abrupt. There was an explicit impatience evident in her
conduct with him when he was looking for his name card, or if she tried to direct him
to sit next to a child known to him outside the nursery. In response, he seemed unsure
and hesitant, anxiously looking at his mother, but would comply submissively as she
physically manoeuvred him to join the circle time. At this point he would give a small,
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slight smile to staff if directly greeted, but it appeared as if he preferred not to draw 
attention to himself Throughout circle time he would contribute to the performance, 
and 23 seemed relatively animated as he observed his peers actively participate. 
However, his role during group discussions was passive, although he did remain 
focused and engaged in the ensuing activity.
Confirming this identified pattern, 23 appeared to be more content and comfortable 
when engaged in solitary pursuits, and for the majority of the observation period he 
was seen engaged constructively, often in the playhouse. In this area he invariably 
became immersed in pretend play, mimicking functional occupations, such as 
thoroughly “cleaning and washing” the area on his own (Alessandri 1991). Contact 
with other children was for the main part restricted to parallel play, such as building 
bricks with one other child in close proximity. During these observed episodes there 
were a few exchanges coupled with intermittent smiles between the parties, and within 
this context he would sustain the activity. However, it was apparent that whenever 
more children joined in and the game became more animated, 23 would physically 
move further away to the periphery. Often this led to him relinquishing the possession 
of the play materials he had been using constructively prior to the expansion of the 
group.
This withdrawal firom interactional group games involving peers was further evident
during the few episodes when he observed in a group. For example, he became
involved with three other children in a pretend game of “going on holiday” in the
playhouse; unusually, 23 was part of the proceedings, laughing along with the other
children, even if he was not a proactive member. As they departed for their holiday
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destination with varied “supplies”, 23 followed at the end of the convoy, smiling shyly 
at the staff member close by. The quiet room was the end of their journey, and as the 
other children continued the game, 23 returned to the playhouse and spoke to me.
23 "I'm not going on holiday"
Imw "you are not going on holiday?"
23 "I'm going in there" (pointing to the p lay house)
At that moment, the sound of laughter increased and the rest of the travellers began 
their homeward joumey, child 23 looked anxious and turned to me;
23 "They're coming back"
After a slight pause, and a nervous glance at his peers, he moved away from the area to 
play alone, thus avoiding further contact.
It was notable that 23 initiated contact with me after he had witnessed a peer perform 
an action; for example, having observed another child present me with a "plate of 
chips", 23 replicated this gesture. With outstretched arms he passed a plate to me with 
no comment, and as I pretended to eat I offered him something, to which he responded 
with a grin whilst performing an exaggerated eating movement. This was repeated a 
couple of times, before he returned to his solitary pretend cleaning around the 
playhouse. Such self-initiated interaction with adults was uncommon, and mirrored the 
extent of his interactions with peers. Although he did seem to be relaxed in the 
company of adults when taking part in an organised activity, he rarely communicated 
directly, and contact was usually restricted to a slight bashful smile.
There a number of recorded incidents when he was the victim of other boys’ aggressive 
behaviour; in disputes over toys his response was to submissively relinquish the item, 
and he failed to call for adult intervention even if a staff member was in the vicinity.
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One episode resulted in physical aggression, with both boys accusing the other of 
initiating the conflict when questioned by a member of staff. However, after a staff 
member requested them to apologise, 23 quickly did so, whereas the other child 
grudgingly mumbled sorry. Notably, as they returned to the house 23 attempted 
reconciliation, smiling and proffering a variety of toys for the other boy, (it was unusual 
to see 23 initiating interaction with a peer). In response, the other child began to accuse 
23 of starting the fight, and once more they regressed to blows. Following this a staff 
member instructed the protagonists to vacate the area immediately, yet as they reached 
the door, 23 backed out of the way, smiling as he did so, to allow the other child to 
leave first. Only on one occasion was 23 observed playing in a dyad, and it was novel 
to witness this child so animated with a peer. However, the intimacy was only short 
lived, as when the other child suggested they continue with the partnership, 23 
unilaterally terminated the interaction.
Child 36 was as equally isolated from her peers due to the fact that her observed role in
the nursery was that of a caregiver to a developmentally delayed child (E). The role 36
assumed visibily consumed all of her time and energy; in this respect her behaviour
was reminiscent of Crittenden's description of the compulsive caregiver, a subtype of
the avoidant category. The strategy is described in relation to the child's behaviour with
the caregiver, however, it seemed to capture the nature of the relationship 36 had with
her companion. The only distinguishing feature in contrast to Crittenden’s description
was the volume of physical affection and tenderness displayed by 36. In addition,
distinctive behaviours were in evidence during the observed interactions of 36 and the
adult assigned to care for child E. Specifically, in the presence of the adult she was
conspicuously overly bright, and the high levels of positive affect displayed appeared
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indiscriminate and, to an extent, falsified. For example, when turning over the pages of 
the book, ostensibly for child E, 36 had a fixed smile and continuously laughed; 
superficially, the impression given was that 36 found the pictures very amusing. 
However, it was notable that she did not actually look at the content, instead her gaze 
was fixed upon the staff member. The pattern was replicated with the other adults in 
the nurseiy, where the source of child 36’s mirth was either unclear, or her pleasure 
seemed at odds with the events occurring. In contrast, when 36 was alone with child E 
she was patient and competent, helping her with drawing, working on puzzles and 
numerous other activities. However, the devotion to E’s requirements left 36 little time 
to advance her own learning through play, alternate activities, and conspicuously, there 
was no interaction with peers. In this respect, when 36 faced some competition from 
peers as potential carers for E, she did not overtly object, and would try to squeeze next 
to or sit behind her ward during circle time. When her attempts to remain close were 
thwarted she remained vigilant and monitored her ward, hence she did not participate 
in the group activity.
After E was transferred to a special school, 36 began to arrive tearful and downcast,
although she did try to maintain her composure. Notably, her mother appeared
unresponsive to her child’s distress, and the responsibility for comforting her daughter
was passed on to the staff. However, the staffs attempts to support 36 did not assuage
her unhappiness, and it was notable that peers failed to express any concern. She
became a solitary and lonely figure within the nursery, and repeatedly she brought in
soft toys from home, which were all given the name of the companion she had lost; the
toys seemed to replace E, as 36’s sole occupation was to nurture the toy animals.
Furthermore, 36 exhibited a marked lack of interest in her peers, whereas with adults
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she persisted with the displays of over-bright, excited and breathless behaviours; once 
more the positive affect was literally “switched” on and off when an adult addressed 
her or was in close physical proximity. It was noted that, as with child 23, when 
situations could have potentially developed into joint play, 36 would purposefully 
create distance from the group.
Finally, when child 38 was the focus of study her behaviour was distinctive in that the 
lack of responsiveness to peers was far more pronounced; in addition, it appeared that 
her behaviour contained an undertone of aggression. Separations were subdued, and 
she appeared depressed and downcast when she arrived in the nursery, as her head was 
lowered and her mannerisms appeared stilted. There was little change in her expression 
if staff greeted her or either her mother or father said goodbye, and as she slowly 
moved to take her seat 38 did not acknowledge the other children around her. 
Furthermore, during these group sessions and within the small group 38 did not 
contribute, in fact she seemed removed from events occurring around her. 
Distinctively, if a member of staff asked her a direct question she would stare with an 
impassive expression, failing to acknowledge or react to the comment. This pattern of 
behaviour was mirrored in her recorded interactions with peers; for example, 38 was 
part of a busy and noisy group working with play dough, her peers were animated and 
there was a flow of conversation and laughter. From this backdrop 38 stood out in stark 
relief, with her focus on the activity and no sign that she was even aware of the 
presence of others. Another illustrative incident occurred when she leant over two 
children to wash her hands. One of them spoke directly to her trying to share with 38 a 
joke they were enjoying, yet she merely stared straight at him and then at the other
child with a blank expression before walking away.
2 5 5
The observed interactions of 38 with peers were unusual, and it was not clear if her
behaviour was aimed at purposefully creating disruption in a calculating manner. One
episode that illustrated the aforementioned features of child 38 involved a number of
children when 38 was sitting on the floor with toy figures and a doll house. As the
sequence of events unfolded 38’s behaviour towards her peers and the reactions she
evoked were illuminating. One boy was banging a figure on the roof, 38 copied this
action three times, and there was a brief moment of eye contact and almost a faint
smile from 38. A few minutes later, two boys were conversing about the toy figures,
and placed them on the roof of the playhouse; immediately 38 replicated the
movement, but used her figure to hit one of the boy’s toys. Thus he reacted by hitting
back, stating "killed her", with a smile before turning away (this child was later
classified as ambivalent). As the boys continued a mock fight with the characters, 38
sat and observed; again there was almost a glimmer of a smile, but no real change in
her expression. Following this, 38 was left alone with one boy, who tried to move her
over to create more space, repeating that it was his "bit", as he gently pushed her. In
response, she stared at him, not complying, but she did not protest. Finally the boy
abandoned this action, and began to interact with the toy characters, engaging in a
personal commentary. 38 suddenly raised her arm holding a toy as if she was going to
strike him; the gesture was read as threatening, as he started back as if to avoid a blow.
38 held this position for a few moments before bringing the toy down hard on the car
the boy was playing with. Following this another boy approached to remove a toy from
her side, however, 38 turned with a look that caused him to instinctively back away
quickly. This episode was finalised by a similar incident with two boys arriving in the
area, again bouncing their figures on top of the roof of the doll house. 38 proceeded to
bring her toy figure down on the hand of one of the boys, and as he flinched and rubbed
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his hand in pain, he received a long stare from 38. As she began hitting the car of the 
other boy, the two, failing to stop her even after protest, left the area. Notably, when 38 
was left alone she immediately wandered away, relinquishing the possessions she had 
apparently been intent on guarding. Her behaviour appeared to contain an element of 
menace, and the departure and reaction of the other boys seemed to confirm this.
Primarily, during the observations of child 38 her behaviour was typified by avoidance 
and a resistance to contact, paralleling her responses to the SAT. For example, as 38 
was standing close to another boy who was struggling to put on an apron, a member of 
staff asked 38 to assist. 38’s her response indicated resistance, as she moved so slowly 
in his direction that another child at some distance had time to put on her own apron 
and reach him before 38 had moved a couple of meters. Similarly, her presence when 
playing in parallel with other children had a distinctly empty quality, especially if the 
other peer had a tendency to be isolated from the group. On these occasions, although 
they were in close proximity, there seemed to be no connection and they appeared to 
occupy separate worlds.
Gradually towards the middle of the observation period during circle time she began to
show some signs of enjoyment in the singing games. At this stage the focus was still on
the activity and thus did not lead to an improvement in her relationships with peers or
staff. Nonetheless, it was still markedly different from her usual demeanour. On seeing
this reaction, the staff consciously repeated songs that had elicited a positive reaction
from her. As this behaviour became more consistent, there was a different feel to her
presence in the nursery, and as stated, although there was still no active interaction with
peers, she appeared more open and relaxed, and would on occasion smile and glance
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towards those around her. This progressive transformation culminated at the end of the 
observation period when she was “adopted” by a secure child. This girl, child 33, began 
to patiently initiate her into the social world by directing chase games and sustaining 
contact, i.e. if 38 wandered off 33, would find her and made a concerted effort to 
include her in a game.
With staff, however, her behaviour did not alter radically; when she was addressed 
directly she would lose any animation and stare back at the adult. Likewise separations 
retained the same withdrawn and depressed atmosphere. When observed, there were a 
few occasions when she would approach staff with an item she had brought with her. 
However, these objects were passed to the adult from a distance, and she conspicuously 
failed to respond to any cheerful enquiries, staring at the adult before moving to sit 
down.
The false belief performance of 23 and 36 did suggest that a theory of mind does not
necessarily predict improved relationships if paired with an insecure attachment.
Indeed, child 23 did appear to personify the conceptualisation of the avoidant child as a
watchful observer, premised upon the need to infer the intentions of the caregiver. In
contrast, child 38 offered an alternative profile with her failure on the more challenging
Lewis and Osborne format of the false belief test. However, her behaviour was in itself
distinctive and contained an underlying element of aggression or dismissal of peers and
adults. This was in contrast 23 or 36 who were to an extent other orientated, although
the form this took was either as an observer (23) or a carer (36). Conversely, 38 was
noted for her apparent failure to acknowledge peers or the incidents of hostility
described above. The form the avoidant strategy of 38 took could be seen as analogous
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to the adult classification of Ds2, (see methodology chapter -  AAI) which is typified by 
the purposeful derogation of attachment needs and concerns. Possibly this 
manifestation that is based upon a tendency to denigrate others predisposes the 
individual to disregard alternative perspectives or experiences and allows the 
individual to maintain a dismissive/hostile attitude of relationships. In addition, it was 
reported by a member of staff that child 38 was experiencing considerable traumatic 
events within the family which could reasonably be assumed to be a contributory 
factor.
1.5. Observations of avoidant children.
There was a diversity of personalities within this attachment group, and this section
will detail some of the main characteristics of these children as well as those exhibiting
distinctive styles. Many of the children enjoyed good relationships with peers and staff
alike, with a few “characters”, who were prominent figures in the nursery. Within a
nursery setting the avoidant/defended pre-schooler, whose self reliance, activity focus
and ability "to get on with it" was predicted not to be as immediately discernible fi*om
the behaviour of the secure child; they can appear relaxed, self-competent and
organised. This was noted by Crittenden and Claussen (1994), who commented that
avoidant children frequently exhibited affiliative behaviours as a method of initiating
contact with others. In addition, displacement activities, such as focusing on toys or
games, coupled with compliance could, within a nurseiy context, be considered
appropriate and possibly mask the underlying function of the behaviour. However,
there were particular problems for some children in this group in terms of their
relationships, as seen in the previous section, and to be presented here. Furthermore,
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even those children whose behaviour was not discemibly unique when observed, there 
was a subtle, different quality to their relationships and conduct in the nursery 
compared to the vast majority of the secure children. It is suggested that this subtle 
difference could be associated with the slightly lower level of performance that the 
avoidant children as a group attained on the false belief measures. The results of the 
false belief tests were mixed and in some cases seemed at odds with the child’s 
observed behaviour. Attention will be drawn to these discrepancies during the text and 
at the end of this section.
The observed separations of avoidant children were relatively unproblematic, and for
three children in particular, there was a great deal of laughter and open affection
between the child and the parent. In this respect, finding the name card was a
collaborative exercise for children 10 and 13; the mothers allowed the child to take the
lead, and offered warm praise on their success. On other occasions, as the mothers’
conversed with other parents and staff, their children would willingly receive assistance
from other adults. For child 13 the departure was notably marked by physical affection.
Alternatively, partings were less noisy for child 10, and his mother seemed to
demonstrate a consideration of her son's wishes. For example, when she moved
forward to hug him, 10 was in the process of turning around; his mother then stood and
gestured with arms, and gave a slight shrug, as if to ask him if he wanted to embrace; at
which point they both smiled and hugged. (Child 10 passed three out of the four false
belief tests). Both these children then joined the circle time confidently, 10 especially
interacting vocally with peers, playfully jostling each other. Child 13 was quieter, but
relaxed and frequently joked and conversed with the staff member holding this session.
With child 58, although there was open affection within the mother-child dyad, there
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was the sense that they were pleased with themselves, and it appeared as if the 
affection displayed was a performance. (She passed two out of the four false belief 
tests).
Child 10, mentioned earlier, remained active and confident during the sessions, 
normally involved in physical games in large groups of boys, characterised by a great 
deal of noise and horseplay. With his most constant companion he could become 
disruptive and overly high-spirited during circle time, and these behaviours, which 
noticeably became more frequent towards the latter stages of the observation period, 
disrupted the group. When child 10 was the focus of attention there were only a few 
times when he partook in more focused activities, for example, construction type play 
in parallel with another child. During these episodes the play was unconnected and 
separate, but there were many smiles and looks maintaining some form of association 
between the two.
In contrast, child 13 appeared to be more self-contained, self-organising and
independent, demonstrating an ability to sustain activity and engage in constructive
pursuits. He was noticeably popular with staff, and there was constant interaction
between 13 and the adults, initiated by both parties. In particular, a sense of shared
humour arose, especially when he was teased about the genuine affection he felt for a
peer. When this topic was broached he became slightly bashful, especially when he was
trying to gently engage her in a game or suggesting activities that they could
collaborate upon. Although he was invariably rejected, he remained persistent.
Furthermore, his easy going nature and self sufficiency made him attractive to other
children, thus he was regularly approached by others whilst he was engaged in either
2 6 1
solitary play or when he was working in parallel with another child. To these advances 
he was welcoming and he seemed willing to share materials and suggestions with his 
peers. This instilled a protectiveness towards him; in one incident after another child 
aggressively removed a toy that he was using, 13 was visibly disconcerted. On 
witnessing this event, two of fiiends moved forward collectively, and although they did 
not act or speak, they were clearly watchful and ready to provide support. However, as 
with children in other groups, the observational material resulted in discrepant findings. 
The above recorded behaviour of child 13 suggested he was a child who was 
predisposed to engage in mutual and reciprocal collaborations with his peers, shared 
humour with adults, and was able to recognise the different interests of the girl he tried 
to engage. However, contrary to expectations 13 failed three out of the four false belief 
tests.
The principal characteristic of three children was an explicit focus on the nursery, peers
and the staff as they entered, combined with a seemingly dismissive attitude towards
their mothers. Through the course of the observations, as they all became progressively
more confidant and verbal, the mothers of children 56 and 42 were frequently not
visible. This lack of contact did not seem to concern the two children, who were open
and confident in addressing the staff. 42 was noticeably proactive in attracting his
friends' attention to encourage them to sit next to him, interacting with them in a
prosocial and playful manner. Child 39 had more contact with his mother during the
separations, and she would assist him in finding his name. However, his attention was
once more on the day ahead, and the farewell was brief. He was an extremely garrulous
child, and enjoyed a close fiiendship with child 40 (see case studies), and was the most
prominent partner in the dyad. As he joined circle time he had a constant stream of
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comments and suggestions to make, and often interrupted staff. At times his behaviour 
with child 40 was disruptive and consequently caused a disturbance to the group as a 
whole, necessitating constant reminders to wait his turn before speaking, or to put up 
his hand if he wanted to say something.
These requests for restraint by the staff members had little impact on child 39. 
However, because he was good humoured and vivacious, the staff were tolerant, but 
they did have to separate both 39 and 40 on occasion to maintain order. It was recorded 
that 39 was proactive and enthusiastic during the free play sessions, and was usually 
seen with a number of boys taking part in group games and physical activities; once 
more it was apparent that staff had to intervene as he became over-excited. In addition, 
39 appeared to revel in an audience, specifically during circle time, and he tended to 
become noisier and louder as a result, with few obvious inhibitions, and this self- 
assurance contributed to his popularity. There were a few recorded episodes when he 
withdrew by himself and engaged on a quieter task, although it was notable that the 
activity was not sustained. Similarly, he appeared to have a marked preference for 
some interaction with staff, and would actively seek out an adult during these more 
solitary pursuits. An illustration of this was interesting in its relevancy to the emotion 
perspective tasks. As I was sitting in the main area of the nursery, 39 came back inside 
from the garden, and began to flit around trying to find something to do, picking up a 
few toys before discarding them. On seeing me, he smiled and collected a puzzle that 
consisted of various teddy bears with different expressed emotions, from anger, 
sadness, crying, neutral and happy.
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39 "He's a bit smiley!" (said o f  bear depicted crying) "He is happy" 
Imw "Do you think so ? "
39 "He's crying"
Imw "Is he happy?"
39 "no"
In response to the emotion perspective task using the puppet he replied "happy" to all 
bar one of the scenarios, when he accurately recognised the emotion “sad”, opposite to 
his feeling in that situation. Child 39’s false belief results were in themselves 
inconsistent as he passed the first test of both the Bartsch and Wellman and Lewis and 
Osborne, but failed the second of each
Child 42, another child whose attention was primarily directed towards the nursery day, 
was also confident and relaxed with staff. When he was the focus of study he displayed 
a consistent combination of behaviours during the first circle time; on one hand he was 
sometimes quiet and would only comment if he had something particular to add. In 
contrast, on other occasions he was noisy and silly with peers, shoving and pushing 
light-heartedly, or engaged in the proceedings as an active participant. His play was 
characterised by a parallel blend of noisy boisterous activities with more intimate 
games within dyads, with both girls and boys. In this respect he was content when 
engaged in more solitary pursuits, such as playing with puzzles, building bricks or 
"reading" books. In addition, he had a reputation amongst the staff as the nursery 
clown; he was frequently observed attempting to cheer up children if  they were overtly 
downcast, calling them "cross patch" and then proceeded to make “funny faces” to 
draw out a smile. In a similar vein, if a child was upset he would either directly 
approach, or draw a member of staffs’ attention to the matter. He seemed to enjoy 
interaction and persistently tried to initiate contact with those playing around him with
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a smile or a comment trying to combine their separate games.
With the bear puzzle described above with child 39, he attempted to provide an 
explanation for each of the various facial expressions;
For sad "You know the mouth, this bit there, well you bite your lip and you have to go  
to hospital"
Happy "he's got new shoes "
Crying "You know the hole, yeah well he jum ped in right, and there was a little spider, 
and he fe ll  over"
42 became immersed in the theory of mind tests, and insisted on repeating the tasks on 
a regular basis. In addition, he was very attached to the puppet used in the false belief 
tests; consequently, when he arrived in the nursery he would invariably ask how Sooty 
was, talking gently to it, asking if it wanted to play, tickled the puppet and once had a 
mock fight. His reputation of being a character was partly built upon his ability to make 
other children laugh with his antics. For example, pulling faces, doing little dances and 
enacting mock serious adult gestures, such as telling children to be careful, or not to 
break or tear an object with a firown, hand on hip and wagging his finger. In all this he 
demonstrated an understanding of the causes of differing emotions and what others 
would find funny. In addition to his more prosocial behaviours, there was evidence to 
suggest that he was able to deliberately provoke other children. For example, he 
witnessed child 32 (see case studies) removing the play materials of two girls whilst 
ignoring their protests at his behaviour. In response, 42 made a dash to collect the items 
that 32 had removed; 32 angrily hit out at him, to which 42 laughed and ran off. This 
was repeated several times, and 42 took obvious delight in the consternation he was 
casing 32.
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These observed aspects of Child 42’s behaviour are plausibly related to his success on 
all the false belief tests. This was in contrast to child 13 whose behaviour revealed a 
similar predisposition, although not as prominent or sophisticated as child 42, and yet 
this did not translate into success on the false belief measures. In other recorded 
incidents he caused amusement unintentionally; one episode that created a great deal of 
mirth for staff as well as the children took place in small group time when children 
were questioned as to their favourite television programmes. The common response 
was a list of various children’s programmes and cartoons, however, when it was 42's 
turn, he paused, considered the question, and in all seriousness answered;
"H ike  a nice holiday programme and a cup o f  tea"
With difficulty the member of staff involved managed not to laugh, but it was only 
when another child sniggered that 42 realised he had said something out of the 
ordinary.
It was noted in the observations of child 56 that on entering the nursery he immediately
tried to initiate contact with the staff, and ofl:en continued instigating conversations
during the circle time period. The separations with his mother were barely noticeable,
and at the beginning of the observations he often became subdued and withdrawn, and
did not really participate in the proceedings. However, his talkative nature emerged
through the observation period, and thus in the latter stages it was unusual if he was not
conversing with staff, if not with peers, whilst waiting for the circle time to commence.
During the observations of this child in free play sessions he was visibly self-
organising, although he did not actively seek out or have a select circle of fiiends. It
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appeared that his social experiences occurred when children joined him in the area he 
had selected to play in. In particular during these episodes it seemed that he needed to 
ensure that his companions needs were satisfied, and offered his play materials to peers 
so that he was left without.
Notably, child 56 was one of the few children observed who tried to communicate with 
an autistic child in an affectionate and tender manner. There were several recorded 
incidents when he made a concerted effort to greet and interact with this child. 
Specifically, he gave the impression that he expected this child to comprehend and 
interact as an equal, whereas when other children addressed him they altered their 
speech and mannerisms, taking into account his limited capacity to understand. 
Furthermore, (and perhaps related) during story time when staff drew attention to 
themes in the book, (for example, whether certain actions or characters were real or 
pretend), 56 was unable to recognise the difference between pretence and reality, or 
predict a characters response. (He failed two theory of mind tasks and the Harris test). 
However, he was seen to express concern for his peers, for example, when a child was 
injured outside the nursery and required hospital treatment, 56 was overtly distressed 
and anxious. Nonetheless, he was able to discuss his anxieties coherently with adults, 
and was overtly relieved when a child suggested making him a card, contemplating 
how this would please the wounded boy.
In terms of the other avoidant participants, there were several other children whose
behaviour was similar to the patterns and characteristics described above, but they had
a lower level of visibility, notably at the beginning of the session. In particular, child 7
seemed subdued, cautious and nervous in his mother’s presence, and notably compliant
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and reticent; there were frequent worried glances in her direction as 7 tried and failed to 
correctly locate his name card. On her departure, and in the company of friends, child 7 
became more animated, and interacted playfully with peers (child 7 passed all four of 
the false belief tests). Throughout the course of the observations it seemed that many of 
the children later classified avoidant did enjoy nursery life. However, it was equally 
apparent that the quality of their play and the resources they used within the nursery 
were more limited. There was a tendency to play in large groups; either action based 
games for the boys or dressing up for the girls. Furthermore, it was noted that there was 
significantly less variation in the activities, resources used, and the nature of their 
relationships and interactions appeared to be relatively static. In addition, apart from 
children 56 and 13, the other boy’s behaviour consistently caused disruption in the 
group sessions.
A very different profile was presented by child 35. Her SAT revealed a dismissing 
strategy, which was confirmed by her isolated presence in the nursery. The second rater 
of her SAT transcript noted that there was an almost surreal quality to her narrative, 
and indeed when she was observed there was a sense that she was submerged in her 
own private world. Child 35’s mother’s behaviour towards her child during separations 
was noted by staff. The mother appeared brusque and abrupt with her child as she 
manoeuvred her around the table to locate the correct name card, to which 35 
responded with docility and compliance. No discernible eye contact was witnessed 
between the pair, as 35 would keep her head bowed and averted from her mother as she 
left the nursery.
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Certain recorded incidents emphasised the quality of the relationship of the mother- 
child dyad. For example, during the name finding procedure, 35 tentatively held her 
mother’s hand, which was roughly shaken off with the command to do it alone. 35’s 
reaction was a smile, the first seen after a month of observations, seemingly an 
example of false positive affect. The few recorded occasions when her mother bent 
down as if  to give a farewell kiss, 35 averted her face and body, a movement mirrored 
by the mother, both turning away simultaneously without a backward glance. Similarly, 
on one occasion when 35 sat down for the commencement of circle time, her mother 
remained in the nursery for a brief discussion with a member of staff. Whilst her 
mother’s attention was diverted, 35 turned and waved goodbye, smiling. However, as 
her mother began to move to leave, 35 immediately terminated this action and turned 
her back, head bowed. The few opportunities available to observe the reunions, they 
too appeared to lack warmth and reciprocity. As 35’s name was called, she ran up to 
her mother with a faint smile, but face averted, with an item, such as a drawing, 
presented with an out stretched arm. This was taken and glanced at perfunctorily, 
without any comment, before the mother started to move away, leaving 35 to follow.
During the first part of the observations 35 was a visibly isolated and solitary figure,
with a minimum contact with peers and adults alike, and her behaviour caused concern
amongst the staff. As she wandered around the nursery, quietly humming to herself,
she gave the impression of being oblivious to those around her, displaying no
discernible reaction to outbursts of laughter or the occasional tears of her peers. During
mild disputes that were observed over the possession of materials or incidents of
confirontation, 35 was submissive and failed to be assertive. For example, as 35 moved
to enter the playhouse, she was greeted with a hostile command to leave. 35’s response
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was to present an array of disarming gestures, backing out, mouth open, eyes wide, 
synonymous to the “hands up” defeated position. She remained in the vicinity, and as 
the child left, 35 entered the house and engaged in a solitary activity.
There were a few observed occasions when possibly her real feelings apropos this type 
of incident were revealed, which were interpreted as repressed anger. When playing 
with toy cooking utensils, two boys entered, laughing and making exaggerated eating 
gestures. As they did so, one reached over and removed the lid of the saucepan being 
used by 35. Although 35 commented that it was hers, the boy took no notice; following 
this there was a brief gesture as if  35 was going to retrieve the item, but she started 
back with a perturbed expression. Instead, she picked up another container and shook it 
vigorously and hard with a concentrated expression, and feasibly this behaviour 
represented a degree of displaced anger.
It was only towards the latter period of the observations that 35 was drawn into a
relationship with a peer. Previously, there were some signs that indicated a greater
degree of openness, notably her loud and effusive singing during circle time. Her voice
often drowned out other children, but the staff delighted in her involvement, and took
every opportunity encourage her. The aforementioned fiiendship was initiated solely by
child 48, who made attempts to include 35 in various activities. At first 35 was passive,
and allowed herself to be led, for example, to play in the sand or work on a puzzle.
Child 48 (classified as secure and who passed all four false belief tests) seemed to be
aware of her fnend’s reticence, and made an effort to include 35 in games when she
seemed unsure how to participate. For example, 48 entered a group of children who
were playing noisily and happily constructing a train track. 35 agreed to the initial
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suggestion of 48 to come over, yet on arrival she stood on the periphery of the group, 
merely observing. In order to integrate 35, 48 began to comment upon her activity, and 
proffered a piece of the train to 35 as an entree into the group. After this 35 sat down, 
and began to play in parallel, although she did not actively interact with the larger 
group. Concurrently, with this increased social behaviour, 35 began to assert herself in 
times of dispute, and she was no longer willing to be compliant or submissive in these 
recorded incidents. This can be illustrated in the “hat” incident, which 35 had made out 
of bricks and was proudly presented to me on its completion. Having placed the piece 
safely on a shelf another child 32 (classified as ambivalent) deliberately began to 
destroy 35’s creation. On seeing this destructive behaviour, 35 immediately ran 
forward to protect her work, and she was not deflected by the protagonists attempt to 
push her away; instead 35 stated her annoyance and called upon adult assistance. 
Conversely, even with these changes in her behaviour, 35’s recorded interactions with 
staff and children remained aloof, she preferred to play in parallel, rather than with 
other children. The one context in which she exhibited real enjoyment and was 
seemingly able to release her inhibitions was during the singing sessions during circle 
time.
At the end of the observation period there was a distinct change in the power balance
within this dyad, with 35 becoming the dominant party. During the observations of the
pair it was noted that 35 was overtly dismissing of her friend’s overtures, and there was
an apparent lack of empathy or concern as to the impact her behaviour. In this respect,
48 was frequently seen tagging behind 35, making suggestions, smiling and chatting,
only to he ignored by 35 who dictated the proceedings with no mutual discussion. For
example, 35 would move away if 48 sat by her or tried to hold her hand, or turned her
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back if 48 attempted to initiate a game of chase. Eventually, after a catalogue of 
rebuffs, 48 finally terminated her efforts to maintain the relationship. Once more 35 
was an isolated figure in the nursery and it seemed that she was more comfortable in 
this role, not interested in or able to form reciprocal relationships. As child 35 passed 
three out of the four false belief tests and the Harris (1989) desire-reasoning measure, it 
is suggested that a lack of empathy could have been the cause of her recorded conduct 
with 48, rather than an inability to consider the perspective of her former companion. 
However, in many ways her contact with me had a lack of spontaneity and naturalness, 
and it appeared that she would only initiate approach after witnessing another child 
interact. Thus 35’s behaviour would then mirror the other child’s actions, matching 
precisely the level of intimacy and physical proximity, which gave the contact a 
mechanical and functional feeling.
The observational material generated mixed material in terms of the relationship 
between avoidant attachment and the development of a theory of mind. Many children 
who performed well on the false belief tests were isolated firom the social life of the 
nursery (23,35,36) whereas there were some whose proactive engagement with peers 
did not exhibit the same level of reasoning (6,12, 39,40,56,37,10,13,58). Conversely, a 
number of avoidant children whose peer relationships were restricted did reflect the 
poor test performance (1,26). In additions, whereas child 42 utilised his theory of mind 
in playful manner with his peers, child 11 hullied her companion, seemingly predicated 
upon the knowledge of how to manipulate the child’s vulnerability. Overall it was 
difficult to detect any clear patterns or associations between the observational material, 
avoidant attachment and the development of a theory of mind.
272
1.6. Observations of secure children.
The following discussion excludes the inconsistent secure children who performed 
poorly on the pre-school measures.
Once more there was a great variety of interactional styles within this group that 
reflected a range of diverse personalities, from the extrovert to a quieter and more self- 
contained personality. The majority of the children in this category confirmed previous 
research findings in the quality of their fiiendships and play within the nursery. It was 
noticeable that the secure child was able to make full use of the nursery resources, 
sustain play alone or with others, self organise and maintain positive relationships with 
peers and staff.
There were a number of children whose behaviour revealed some difficulties in terms
of their relationships with adults and/or peers. However, it was noted that when these
problems arose the secure children were able to discuss their concerns with staff,
receive support and resolve difficulties. Child 31 was interesting in terms of the mood
fluctuations that were observed and displayed consistently throughout the course of the
data collection, additionally verified by the staff members. However, when in a “good”
mood she was able to comment on how she did sometimes get into the “dumps” (as she
termed it), laughing at herself in a self-depreciating manner; she revealed an awareness
of her behaviour when discussing these episodes with staff. In addition, 31 would use
the adults if there was a particular issue that was causing anxiety in order to find a
resolution. For example, on arrival at the beginning of the session, 31 was concerned
that her mother would dispose of a ball she had brought into the nursery. This fear was
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urgently passed on to a member of staff, with the request to speak to her mother on her 
behalf. The staff member conveyed this concern to her mother, and once re-assured, 31 
was once more bright and cheerful.
In the course of the observations of child 31 she was normally cheerful and was seen to
be an active and enthusiastic participant in the group sessions, willing and able to
contribute meaningfully to the general discussion. However, intermittently her conduct
with child H (a friend known to 31 outside the nursery) tended to be disruptive, and
they had to be reminded to calm down; in response child 31 would solemnly re-assure
staff of her intentions to comply. Her observed relationship with H was distinctive, and
her role at times appeared maternal, placating him if he was annoyed and
accommodating, to an extent, his difficult behaviour. This exemplified descriptions of
the secure child’s ability not to become embroiled in disputes by redirecting activity
(Pastor, 1981; Troy and Sroufe, 1987). On other occasions she took on a tutoring role,
with attempts to engage him in educational activities, demonstrating how to complete
puzzles or read stories. H appeared to typify the ambivalent pattern of behaviour, but
he refused to take part in any of the pre-school measures, and was thus not included in
the final sample. In this respect, 31 attempted to cajole him to engage on the theory of
mind tests, however, he was truculent and obstructive. Furthermore, he was visibly
demanding and insisted on securing 31’s undivided attention, particularly as he was
unable, or unwilling to form alternative friendships within the nursery. There were
times when 31 clearly tired of him, usually when she wished to play independently or
with other children; yet if she was unable to dissuade H from his persistent demands
for company, 31 would ask staff for assistance. It was noted that in her free play
enjoyment was derived from the friendships and the shared humour, for example
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laughter with two boys as they “accidentally” knocked trains together. Similarly, in 
fancy dress games, 31 would assign roles, i.e. doctors and nurses, and was able to 
elaborate the play with ideas. Complementing 31’s ability to consider the perspectives 
of others in the previous examples, she displayed genuine concern towards peers. 
Importantly, in one recorded incident, after a child had been seriously hurt outside the 
nurseiy, 31 suggested making a card, and anticipated his pleasure and surprise on 
receipt of the gift (31 passed three out of the four false belief tests).
The observations of child 52 indicated that he was another secure child whose
behaviour did not always conform to expectations based upon attachment literature.
The most overt signs of these underlying difficulties were revealed in his frequent
tearful entrances into the nursery. Although he did not resist his mother’s departure, 52
would become withdrawn and subdued, and this sadness sometimes pervaded
throughout the session. However, it appeared from the observations of this child that he
viewed adults as a source of comfort as he would approach staff members during these
episodes. Contact was instigated by 52 gently touching their arm whilst whispering his
concern to them, eliciting and accepting support and affection. He would additionally
allow himself to be comforted by the suggestions of games or activities given to him.
In contrast, 52 seemed to be at his most relaxed when playing with a girl with whom he
shared an intimate and regular partnership. Child 52 would initiate contact by
approaching his friend with a smile when she was not playing with other children.
Notably, when the partnership was operating they would remain engrossed together for
the whole session, their play characterised by close physical contact, i.e. whilst reading
stories or working on puzzles, with constant smiles and laughter. It was clear that the
friendship was valued by both children, however, it was apparent that it was 52 who
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was willing to reciprocate and adjust to his companions ideas or suggestions. Notably, 
52 passed all the four tests, yet his twin brother, as one of the inconsistent secure, failed 
all the false belief measures.
Child 4 was noted for her strained relationships with the staff, in contrast to the
positive experiences she had with peers. Certain distinctive traits of this child aroused a
degree of frustration in the adults, notably the strange ritual like performance that took
place whenever she was asked to stand up. This performance included a prolonged
rocking back and forward movement as she struggled to stand up that would last for
several minutes; invariably this would delay the proceedings and draw attention to
child 4. However, this performance was considerably shortened when she playing with
peers or if she had been selected to join a song game. Similarly, there were observed
occasions when she acted in a helpless and incompetent manner with staff, such as
becoming limp when she asked for assistance in putting on a fancy dress costume,
turning a simple action into a protracted affair. Importantly, it was noted that these
incidents directly followed child 4 observing the behaviour of two ambivalent and
passive girls previously described. Feasibly, child 4 may have been aware of the less
than positive reaction she received from adults; thus her mimicking of an action that
secured attention from staff could have been an attempt to counter the slight negativity
in her relationships with the adults. In a similar vein, child 4 would precisely replicate
other children’s displays of affection towards staff, such as having hugs or sitting on
their knee. It seemed that having observed these successful interactions child 4 would
attempt to recreate the moment. However, her behaviour was clumsy and intrusive, for
example, on seeing a girl conversing with a staff member whilst sitting on her knee,
child 4 suddenly appeared and placed herself firmly down on the chair. This action
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naturally disrupted the flow of the exchange, and she refused to move even when 
politely requested to do so.
Observations of child 4 during the free play sessions revealed that her role with peers 
was often the “mother figure” and she was frequently seen holding court in the play 
house, directing the game whilst assuming the role of the “mum”, caring for her 
“babies”. These games were characterised by great tenderness and physical intimacy, 
both to and from child 4. She elicited considerable loyalty from peers that at times led 
to antagonism in order to maintain an exclusive relationship with her. In response child 
4 would resolve the dispute by suggesting a compromise and redirecting the course of 
the game, and assigned acceptable roles to the protagonists. However, if  the conflict 
was concerned with who was going to sit next to her at circle time, 4 would remain 
passive, and smile shyly at staff, enjoying the experience of being in demand. As 
stated, child 4 was noted for her ability to diffuse antagonism between peers by 
redirecting activities and offering a solution that was acceptable to the protagonists 
(and perhaps related, child 4 passed three out of the four false belief tests). It seemed 
that this was acknowledged by peers in their loyalty and expressions of concern. To 
illustrate, on one occasion when she entered the nurseiy tearful because she had been 
requested to remove a necklace for safety reasons, and a chorus of voices offered to 
look after her.
For the vast majority of the secure children, even those discussed above, themes in
literature depicting the secure child were present in these children’s relationships with
peers, adults and in the high quality of their play. The staff were utilised as a resource
during free play sessions, or approached to share enjoyment of a game; in addition
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these exchanges were reciprocal and positive, both expecting and receiving a positive 
response. In addition, secure children were able to self-organise and remain competent 
during independent exploration (Matas et al. 1978). Furthermore these children were 
discemibly capable of finding and sustaining a variety of activities without unduly 
relying on staff, and peer relationships were typified by mutuality and turn taking 
(Liebermann, 1977; Park and Waters, 1989; Turner et al. 1991). Opportunities for 
learning were maximised by effectively utilising the full range of the materials 
provided, overall having a richer and fiiller experience of nursery life than their 
insecure counterparts. It brings to mind Belsky et al.’s (1984) observation that the 
secure child was able to function at a higher level in firee play compared to the avoidant 
and ambivalent child (the latter attachment category faring worst of all).
As has been described, children 48 and 33 were observed to use their greater social
skills to draw out two children (35 and 38 respectively) who had been very isolated
within the nurseiy. Child 48 had less success in her partnership, yet she did not
passively accept the constant dismissive rebuffs, thus 48 did not become a victim. As
with child 31 and her fiiendship with H previously discussed, a similar relationship
was apparent with child 16 and her partnership with child 27 (classified as ambivalent).
As with the latter pair, these children were in close contact outside the nursery as their
respective parents were fiiends. During the observations of this dyad, child 16 was able
to manage 27’s often hostile and difficult behaviour without becoming embroiled in
conflict, a feature of the secure child identified by Troy and Sroufe (1987). On these
occasions, she would try and redirect activities by offering suggestions, yet if  he still
angrily dismissed her, she was seen to calmly move on to an independent activity or
play with another child. When 27 accepted her company, there was, as with child 31,
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an element of tutoring in her interaction with him, with 16 taking upon the dominant 
role when 27 was prepared to be passive. Although there were avoidant children who 
did enjoy good peer relationships, it was notable that their play tended to be action 
based, repetitive and group orientated. In contrast, although secure children were happy 
to become involved in group activities, there was a greater diversity, and they were able 
to sustain concentrated activity for longer periods. Furthermore, the insecure children 
exhibited a flitting quality during solitary play, tending to move from one activity to 
another without becoming hilly engaged and easily distracted. In comparison secure 
children, for example, children 9,41,47,16 were noted for their ability to select a wide 
range of activities on their own initiative, such as construction, reading, painting. 
During these episodes they appeared to become fully engrossed, comfortable and adept 
with independent activity. Child 45, reticent with staff, was particularly animated when 
leading elaborate pretend play during free play sessions; these episodes were primarily 
based upon acting out roles of fire-fighters or the police planning ways of catching the 
burglars, 45 a key player in expanding the themes or actions. Similarly, child 41 caused 
considerable amusement with his expert demonstration of cardiac massage on one of 
his “patients”. In many ways these children were less noticeable in the nursery as a 
whole, as their behaviour did not draw attention to themselves or require supervision 
and discipline from staff.
The perceived richness of these children’s pretend play may have been associated vrith 
their performance on the false belief tests. It was suggested in chapter two that a child 
who engages with others during this form of play have access to new versions of reality 
that are different from their own. Thus a child who engages in solitary pretend play or
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in a group game in which all the participants share the same fantasy are perhaps not 
confronted with the same complexity of information. These two latter aspects were 
more prominent in the insecure categories, where the boys would be playing with cars 
and the girls normally playing mothers and children, thus the fantasy seemed to be 
more uniform and static.
It is not possible to determine whether secure attachment in combination with a theory 
of mind did result in the perceived higher quality of relationships and experience of the 
children in this group. As noted in the previous section, avoidant children whose 
success on the theory of mind measures did not necessarily form the same type of 
relationships observed in secure-secure pairings. Plausibly the more cognitive 
understanding of others in combination with the capacity to establish affiliative 
partnerships does not create the conditions for intimacy and closeness that is enabled 
by the balance of affect and cognition that underlies secure attachment. The 
observational evidence did suggest that secure attachment in conjunction with the 
establishment of a theory of mind is the optimal foundation for positive peer 
relationship. However, based upon the evidence of the inconsistent secures, the 
existence of a secure IWM (from whatever source) did not predict theory of mind 
competency.
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2. Adult Attachment Results: Case studies.
2.1. Introduction.
From the potential sample only nine Adult Attachment interviews were collected. Of 
this number, eight will be presented in the form of case studies comprised of a detailed 
analysis of the interviews and the results of the child's performance on the various 
experimental measures. The exclusion of one interview was necessitated by the child's 
refiisal to participate on any of the pre-school measures. Two other interviews were 
arranged, but both subjects withdrew due to other commitments. A financial incentive 
was offered in the hope that this would encourage parents to come forward. However, 
this did not make the proposition of volunteering for an interview more attractive. The 
low take up rate was feasibly related to the composition of the sample, originating fi*om 
a poor, working class council housing estate. In addition, there were considerable social 
problems in the area, and many of the residents were single parents or poor families 
who were reliant on welfare. On discussion with members of staff it was considered 
plausible that an outsider would have been viewed with suspicion, particularly if it was 
thought the focus of attention was on their personal experiences. The letter sent to the 
supervisor of the project prior to its commencement indicated that there was indeed 
some hostility to a perceived intent of assessing the children's development.
During the presentation of the analysis of the Adult Attachment Interviews, the 
pertinent aspects of the parent’s narrative that highlight discrepant attachment 
strategies or varying levels of RSF are underlined.
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The size of the sample negates any statistical analysis of the intergenerational 
transmission of attachment and precludes the drawing of any firm conclusions firom the 
results. However, the descriptive analysis of the interviews themselves does illustrate 
the stability of attachment across generations and the relationship between RSF and 
theory of mind acquisition. The case studies will present a review of the main themes 
that emerged; additional details of the analysis can be found in Appendix VI.
Table 17 presents a summary of the adult attachment distribution, the level of RSF and 
the child attachment status, and tables 18 to 25 present the children’s performance on 
the pre-school measures. This is followed by a comprehensive review of the attachment 
interviews that illustrates the process of classification and the analysis of RSF. The 
similarities and anomalies between the parental attachment and the child’s behaviour in 
the nursery, test performance and attachment status are explored in depth.
Following discussion with an additional rater (blind to all the other measures and the 
age and sex of the adults) regarding the classification of the interviews, an inter-rater 
reliability score of 100% was achieved.
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Table 17. Adult attachment. Reflective Self Functioning and child attachment status.
Adult Attachment Reflective Self Functioning Child Attachment
(AA128) Ds3 2 Insecure
AA132 E2 lb Insecure
AA146 F5 5b Secure
AA120F2(Ds3) 5b Secure
AAl 1 Dsl (Ds3) la Insecure
AA140 Ds3 la Insecure
AAl 34 Ds3 la Secure
AAl 11 Ds3(F2) 3a Insecure
Key:
Attachment classification.
Dismissing of attachment (Ds)
Dsl- Dismissing of attachment 
Ds3 - Restricted in feeling
Secure Autonomous/Free (F)
F2 - Somewhat dismissing of attachment 
F5 - Continued preoccupation
Preoccupied/Entangled (E)
E2 - Angry and conflicted
Reflective Self Functioning Scale.
1 = Lacking in RSF 
3 = Questionable or low RSF 
5 = Ordinary RSF 
7 = Marked RSF 
9 = Exceptional RSF
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Case studies: Child results. 
Table 18 child 28
Child
attachment
Adult
attachment
Bartsch and 
Wellman
Lewis and 
Osborne
Harris Emotion
perspective
Insecure Ds3 Pass 1&2 Pass 1&2 Pass 16/20
Table 19 child 32
Child
attachment
Adult
attachment
Bartsch and 
Wellman
Lewis and 
Oshome
Harris Emotion
perspective
Insecure E2 Fail land 2
Fail 1 
Pass 2 Fail 1/20
Table 20 child 46
Child
attachment
Adult
attachment
Bartsch and 
Wellman
Lewis and 
Osborne
Harris Emotion
perspective
Insecure F5 Pass 1&2 Fail 1&2 Pass 16/20
Table 21 child 20
Child
attachment
Adult
attachment
Bartsch and 
Wellman
Lewis and 
Osborne
Harris Emotion
Perspective
Secure F2 (Ds3) Pass 1&2
Pass 1 
Fail 2 Fail 13/20
Table 22 child 1
Child
attachment
Adult
Attachment
Bartsch and 
Wellman
Lewis and 
Oshome
Harris Emotion
Perspective
Insecure Dsl Fail 1&2 Pass 1&2 Pass 13/20
Table 23 child 40
Child
attachment
Adult
Attachment
Bartsch and 
Wellamn
Lewis and 
Oshome
Harris Emotion
perspective
Insecure Ds3 Fail 1&2 Pass 1&2 Pass 14/20
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Table 24 child 34
Child
attachment
Adult
attachment
Bartsch and 
Wellman
Lewis and 
Osborne
Harris Emotion
perspective
Secure Ds3 Pass 1&2 Pass 1&2 Pass 15/20
Table 25 child 11
Child
attachment
Adult
attachment
Bartsch and 
Wellman
Lewis and 
Oshome
Harris Emotion
Perspective
Insecure Ds3 Pass 1&2 Pass 1&2 Fail 16/20
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2.2. AAl 28 Child 28
AAI-Ds3 RSF 2 
Child28 -Insecure
Family background.
The parents of child 28 were married, the father was employed as a shift worker in a 
nearby factory and her mother was a housewife. Child 28 was the middle child of three.
AAl interview.
The central features of this interview (with the only father in the sample) included: a 
failure to focus on relationships, the displacement of attention away from intrapersonal 
issues and an explicit theme of self-blame. Other key features of the narrative were 
strong indicators of idealisation, particularly evident when the participant discussed his 
father, and the omission of an evaluation of his childhood experiences. The impression 
gained of the father of the interviewee was a harsh, controlling and possibly aggressive 
man, whereas the mother was portrayed as more of an insubstantial figure, who 
appeared to have exerted discipline by threatening to leave the children. Overall, it was 
the relationship with his father that dominated the interview and it was noticeable that 
the levels of dysfiuency increased when any discussion of this topic was broached. On 
these occasions the interviewee tended to withdraw to the "safe ground" of general 
summations describing the observable behaviour of his father, thus attention was 
directed away from the past and interpersonal relationships.
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The strategy of withdrawing when relationship information was required emerged in 
the initial stages of the interview when the subject was asked to describe his 
relationship with his parents. Note in the following extract the use of “we” instead of 
“I”, a dismissing strategy that moves away from the personal and the individual.
"Well it has always been a close family. B, always been, but, my dad, n, never had to
smack us, only had to look at us. sort o f  thin2 . So and always the same thing, we
were, we always found  it easier to try and get round me mum than me dad, cos you  
could never get round me dad. But er, on, on the other side o f  that me dad, you know, 
h e . he. always, do whatever, he, he. i f  he. could get something fo r  us he would, and he
has always been that sort o f  person, i f  anything breaks no matter what it is he's
always been able to f ix  it. "
It was notable that the adjectives produced to describe his relationship with his parents 
were mainly behavioural, with little insight into the nature and the quality of the 
relationships. However, this lack of acknowledgement of the perceptible difficulties, 
and a failure to provide concrete examples to confirm the assertion of a close family 
were in themselves highly informative. During his documentation of the relationship 
with his mother AAI 28 revealed a distinctive tendency to assume the parental 
perspective, resulting in a negative portrayal of the self. Hence, there was no reference 
to how his mother's threats to leave affected him, and the anxieties and fears that such a 
prospective loss would have reasonably been expected to arouse in a young child 
appeared to be denied.
"There was one time when I  was arguing about who was going to do the washing  
up....I didn't want to do it, we was, one person used to do the washing up, the other 
person used to dry up. And it got to the point that mum got so fe d  up, er, with it, she 
walked out the fron t door and stood at the gate. "
Later comments revealed that the above episode was a common occurrence, and it was 
apparent that as a child AAI 28 was vigilant in ensuring that this threat was not
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followed through to its logical conclusion.
The following extract exemplifies the inherent self-blame in AAI 28’s narrative.
............... "and me mum kept, mum was asking me to do something, and I  wanted to do
something else, and I  accidentally came out with, what do you think I  am, your  
servant"
AAI 28 paused at this juncture, and there was a sense that he was expecting some form 
of shocked reaction fi*om the interviewer at his "wickedness", before continuing with 
the anecdote.
"And that really did upset her. I  knew I  shouldn't have said it as soon as I  said it....um. 
But um, it's thinss like that, vou. vou could tell bv er. she walk, she wouldn't speak to 
me fo r  the rest o f  the day (laugh) ".
AAI 28’s father appeared to hold continuing sway, and the contradictions, idealisation 
and dysfiuency that were present when this relationship was addressed highlighted the 
underlying stress felt by AAI 28.
"He's er....I think it is mainly because he really had er a bit rough time with his 
parents....!suppose, I  think that stopped him reallv showin2  anvthins to his own, to. er 
anybody else. He care, he cares an awful lot....about thinss. I  know he worries awful 
lot, although he would never show it. M v dad is not a verson to say thank vou. "
Aspects of the text underlined in this extract are interesting; for example, AAI 28 
backtracked from finishing the first underlined sentence with the expected conclusion 
of “own family/children", replaced by “er anybody else”. Furthermore, his father was 
described as caring about "things", not people, and finally it was not clear why not 
saying “thank you” is an example of denying feelings. The confusion was further
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exemplified in a probe by the interviewer in an attempt to elicit adjectives or 
information concerning the nature of the relationship. Thus he was asked if he would 
characterise the relationship as helpful, and in response he contradicted an earlier claim 
that his father never employed physical punishment.
"Oh yeah, oh yeah! Yeah but so although I  say he wouldn't show his feelings, he, he 
would actually do fo r  you. I  mean, no, he, he, you know, it is not as i f  I  think I  would  
say oh the boy down the road punched me in the ear, and he'd say you probably
deserved it. H e wouldn't get upset i f  things like that. Um i f  I  did something, Jie_pnly
ever smack veevs. smack us at the very last resort, or we did something that would be 
dangerous. But.....vou know, he. he. he'd show vou in a vractical wav. "
Is being smacked a practical expression of being helpful? In the next excerpt he once 
again commented upon his own sense of perceived fault, thus he felt he deserved the 
discipline.
" !  !  mean I  was naughty, er quite often me dad did smack me. and I  bloodv well 
deserved it. But they always explained why. Yeah. 1.1.1. l i t  wouldn't be a smack firs t 
off, n, n,n, no they never, never even something like that. "
The high levels of dysfiuency were marked as he struggled to recount how his father 
displayed affection, and notably this assertion was not verified by concrete examples 
during the interview.
"And er, as you get, as I  got older, things you, you get to know them a lot better. Oh I  
got lots o f  cuddles o ff  me dad, there, there, there, there, it was not as if. 1 .11  still cared 
for in that respect. "
Overall the most pervasive feature of the narrative was the failure to reflect upon and 
evaluate the childhood experiences under discussion. In addition, it was difficult to 
determine AAI 28’s perspective on the various incidents described as there was marked
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self-blame that justified his parent’s actions. In part, this strategy was maintained by 
AAI 28 reverting to descriptions of observable behaviours (often in the present), 
illustrating his father’s assistance, for example, buying a washing machine or mending 
his car. It is perfectly feasible that his father could only show his concern through 
practical actions, and examples of this behaviour from the past were produced i.e. 
giving him a surprise bike at Christmas or finding money for a school trip. However, 
the apparent lack of emotional support or felt security were not recognised by AAI 28, 
although this was clear from the defensive strategies evident in the narrative. A lasting 
image of the father described by AAI 28 was of the parent sitting in his armchair, 
controlling the television viewing, whilst giving his son "little looks" which made AAI 
28 apologise for anything he was doing. This “look” was proudly reported by AAI 28 
as being effective at controlling animals.
The dismissing strategy was further illuminated and confirmed by his answers to the 
demand questions as defined by Fonagy et al. (1996). There was a paucity of 
information regarding the feelings, beliefs, intentions or motivations in terms of 
psychological states, which were substituted by generalised statements that were 
embedded in the external and the concrete. For example, in reply to the question asking 
him to reflect on how his childhood experiences had affected him as an adult:
"................................. Well I  have a lot o f  respect fo r  me mum and dad. An the one
thing with them, fam ily always comes first, and which is, basically true. But
um  we treat, we try and treat them the firs t way (referring to own children). But
um er. But................. no its, w e’ve always kept it, the way I  look at it the familv is still
in one viece. So it was obviously the right way......................... "
This theme of people being viewed in terms of actions and physical proximity was 
further developed in his response to the query as to why his parents behaved as they did
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when he was growing up. The result was to detract attention away from the nature of 
relationships, a policy that was present throughout the interview.
"I suppose it was because they thought well, n, nobody gets training to be a parent, do 
they, so they made out the best way they could. That’s the way H ook at it. ’’
’’A nd um....it weren ’t easy, especially X.....yeah he was a sod, but, um, mum and dad, er 
the way I  look at it they did their best and it turned out alrisht. N. n none o f  us are in 
prison. ’’
The element of self-blame was evident once more when he was asked if any 
experiences were a setback. It appeared in the following extract that he considered that 
as a child he should have behaved differently (better?), rejecting any consideration of 
the actual question. This disavowal was also clear in his failure to consider if he ever 
felt rejected as a child.
’’. No I  wouldn’t say that......................... I  mean it is easy to look back and say I  wish
had done it that wav this wav, but.......... vou know. I  wouldn’t say no. ’’
It was apparent that the failure to evaluate his relationships, the family dynamics and 
his own experiences were defensive strategies that excluded painful memories and 
feelings of vulnerability. In this respect, assuming the parental perspective and the 
noticeable concrete descriptions of his father in terms of behaviour further served the 
inherent dismissing process.
Intergenerational links.
As can be seen on Table 18, the daughter of AAI 28 performed well on all the pre­
school measures, which indicated an ability to recognise and differentiate between the
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feeling states and beliefs of self and others. However, the capacity to accurately predict 
the emotion states of the story characters in both of the emotion perspective tests was 
in direct contrast to the paucity of content and extreme withholding on the SAT. This 
was forceful especially in her replies for the hypothetical child, and she refused to 
answer any of the questions for the first separation picture. In response to the following 
depicted separations for the hypothetical child she only revealed that the girl would feel 
"not very well", coupled with an absence of a justification or solution. For the self there 
was more detail, but once more she could only disclose that she would not feel well, 
have a cough and feel sick, without justifications or solutions. It appeared that such 
resistance to the test was analogous to her father’s denial of vulnerability within the 
AAI. It was clear that she was cognisant of various affective states as seen in her 
success on the experimental measures. However, in terms of attachment, there was a 
"shutting dovm" or deactivation of the expression of negative affect or sadness, which 
did not occur in hypothetical situations using puppets. It was interesting to note that in 
the Lewis and Osborne test she failed to acknowledge her own false belief, although 
she was able to accurately recognise the false belief of the puppet. Similarly, her father 
assumed the parental perspective, but failed to acknowledge his own.
However, the observations of this child did not suggest the overt resistance that was 
evident in the SAT. In fact, child 28 was observed to enjoy and participate regularly in 
pretend play, normally assuming the role of the carer and the "mother" organising the 
"children" to go to school. Notably, the play of child 28 comprised of her either sending 
the “child” away, or giving out reprimands for misbehaviour. This pattern was 
replicated in a recorded incident when 28 responded to the visible distress of a peer. 
During this episode she was alone in the playhouse, engaging in a game of pretend
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cooking when a child walked past, trying not to cry. With a concerned expression, 28 
called out to her and with the suggestion that they play together; 28 began to direct the 
game, assigning to herself the role of the "mother", and immediately sent the "baby" 
out to school. In this respect, although she was able to assign roles, the play remained 
functional and did not lead to the mutual engagement of both parties.
The recorded behaviour of child 28 suggested that she was keen to engage adults and 
peers, as she smiled broadly at staff members as she entered the nursery, and again to 
her peers sitting next to her as she joined the circle at the beginning of the session. 
However, it was noted that these greetings were invariably not reciprocated, and she 
would look momentarily hurt and lower her head, before once more smiling. 
Complementing this pattern, it was recorded that a principle characteristic of child 28 
was her display of high levels of positive affect that appeared to be somewhat 
incongruous and falsified; it appeared that this behaviour primarily functioned to 
deflect negativity and was designed to present an appealing front (Turner et al.l991). 
Furthermore, it was apparent that there was an underlying neediness in her interactions 
with others, which aroused a degree of irritation in both staff and peers; plausibly it 
was these efforts to try too hard, or be too nice that accounted for the rejection she 
experienced. In order to incorporate herself into on-going activities 28 was frequently 
observed to almost force herself on others, by grabbing hands and pulling children 
away, smiling very brightly. Similarly, she was frequently seen bringing her face 
extremely close to another child, even though the response of the peer was discemibly 
negative and dismissing. The rejections visibly affected child 28, as she appeared 
momentarily hurt and would take a few minutes to compose herself, before once more 
persevering with unsuccessful attempts to be accepted. During the observations of this
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child in small groups and staff led activities this style of interaction >vas also in 
evidence, and although she participated and remained focused on task, her over­
enthusiasm and need to please appeared to detract from her contributions.
The above incidents brought to mind her father's statement that although he was not 
rejected by his parents, he could remember feeling this way as a child with friends. 
Characteristically, his response was to claim he was not hurt by this reaction and that 
he merely walked away. In addition, child 28's over brightness and very high levels of 
expressed positive affect were in accordance with AAI 28's excessive laughter during 
the interview, which appeared out of place and often inappropriate. This overuse of 
positive affect created an uncomfortable situation, and it seemed necessary to retain a 
fixed grin in response to the subject’s continuous laughter and somewhat forced 
hilarity, to avoid the risk of appearing rude.
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2.3. AAI 32 Child 32
AAI E2 RSF lb 
Child - Insecure
Family background.
The mother interviewed was a single parent divorced from child 32’s father, who was 
the younger of two boys. Both children were in fairly regular contact with their father.
AAI interview.
The preoccupied AAI offers an interesting contrast to the previous case study; as 
described in AAI 28, attention was averted away from feelings and relationships 
coupled with a bias towards assuming the parental perspective and extensive self­
blame. Conversely, throughout AAI 32 the attention was on the self with a strong and 
continued preoccupation with her parents' divorce, resulting in an overt resentment and 
a continued enmeshment in the past. In addition, throughout the course of the interview 
there was a heightened sense of self-importance as the mother presented herself in a 
favourable light, which resulted in a distortion of events and peoples’ motivations to 
maintain this bias.
The principle topic of discussion was the parental separation with little digression away 
from this theme in the interview. In this respect, the mother's conflicted feelings 
dominated the narrative, characterised by a failure to explore alternative perspectives. 
Contributing to the low level of coherency were the frequent oscillations of viewpoints, 
and it was apparent that the mother was unaware of these inherent contractions that
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pervaded the text.
The initial description of her relationship with her parents was vague and quickly 
became an opportunity focus attention on the parental divorce.
"OHH! when I  was very, very small, I  was very close to my dad, I  was daddy's girl. 
Um...I would say i t ’s been the past seven years that me and my mum have grown 
closer. We are like friends now, sister, and I  mean I  tell her everything. I f  I  go to a 
night club she comes with me. That i s , that is how it is now, but I  was always close to 
my dad. Um when my mum and dad separated..um cos I  was only young I  did not 
understand it all. And cos my dad was Italian he didn't have any fam ily  over here, so I  
thought he would be sent back to Italy so I  chose to stay with my dad. So...but, um yeah  
no. I'm close to all o f  them, and my, and my mum and dad didn't speak...for a lot o f  
years, but they have started to speak now, I  think its cos .... the boys. "
The mother experienced overt difficulties in producing adjectives, and she began with 
brief examples of what her mother did, for example, baking bread and cooking in the 
kitchen due to financial constraints, rather than describe the relationship. Notably, the 
descriptors of loving and understanding that were eventually produced were a cue to 
bring up the subject of divorce.
"Um....when my parents separated I  was a bit o f  a baggage (big smile) Yeah, I  blamed 
my mum, but she understood that, she helped me through it. So. Yeah. I  mean she 
understood what I  was, even though it never happened to her. Um she understood what 
I  was 2 oin2  throush, um, and vou know she was alwavs there for me i f  I  wanted to talk, 
most o f  the time I  didn't want to cos I  was blaming her but yeah, she was always there. 
I  mean there was times when she was at work I'd  ring up and, you know it's your fa u lt 
and I've had a row with dad, and you don't love me no more and he don't love me no 
more and she would come home from  work and sort it out. "
The firm belief that her mother was fully available and at her beck and call (a self- 
deceiving strategy) was continued when she discussed her father and his new wife. 
Throughout her discussion there was a pronounced failure to evaluate the impact of her 
behaviour on the relationships; indeed, her later description of her tendency to play one
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parent off the other was delivered with a discernible sense of glee. Similarly, the 
adjectives used to describe her relationship with her father were also couched in terms 
of the parental separation, and the explicit resentment towards the father and his new 
wife was clearly present. In addition, her acceptance of the "new woman" seemed to 
have been premised upon her perception that she received the best gifts.
"With my dad it was a bit strained when he firs t got with his wife, um it was like you  
know this is mv house and there is another woman musclins in "
"I was about 12. Yeah, and it was a bit like, who is this woman m usclins in. "
"Um...and I  always remember her going, she went to work, she would come home 
every month when she got her pay packet, she would treat her all her children, and I  
so t the best o f  the crop. "
Therefore, relationships were judged on the extent to which they satisfied her need to 
be of primary importance, thus other's behaviour was interpreted and evaluated on the 
basis of whether this prerequisite was fulfilled. Hence, positive aspects of the father- 
daughter relationship were:
"Anything he did always planned round me"
"Im ean like he spoke to them (his friends) but he didn't go out or anything, all his time 
was devoted to me"
In contrast, when this was threatened she noted the resentment she felt (and still does), 
for example, that they were (and are) unable to go sightseeing in L. together every 
weekend. AAI 32 insisted that her relationship with her father was very close, but she 
was unable to produce confirmatory material, hence her descriptions were restricted to 
what he did (or did not) do for her. The following comment seemed to confirm her 
desire for a limited childlike relationship with her father, rather than see the 
development of an adult partnership based upon mutuality or equality.
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"My relationship with my dad has got back to how it was when I  was a child. "
In the following extract, as she described her current relationship with her father, there 
was some confusion as to the point she was trying to make. Possibly she felt the 
relationship had improved because her parents had grown up (although she 
commenced the statement with "we"). If this interpretation was accurate, AAI 32 failed 
to acknowledge that relationships require the mutual development of both parties. 
However, the initial idea that she was struggling to articulate transformed into a 
complaint.
"It's not as, um....I think because we have both srown up. vou know my dad was young  
when I  was bom, but, I  mean mv mum was 18. mv dad 19....um ...I think thev have iust
srown now, and thissssssss lady that he is with, she is lovely...and er, I  think she
has made him  I  mean I t comes to my birthday and she is the one that goes out and
buys the card, and she's fo r  god's sake! I  don't mind doing it but at the end o f  the day, 
you should do it (emphasis). B u t , but that is my dad all over, I , I  ju s t don't take no 
notice o f  it really, you know. But I  do fe e l close to dad. "
The statement ended with a positive evaluation of the current relationship, yet in light 
of the proceeding comments it did not appear to accurately reflect reality. Furthermore, 
slips into the present tense when discussing past events further illustrated the ongoing 
preoccupation; for example, in the following extract AAI 32 was discussing how her 
appraisal of her father had been significantly modified after he suffered a heart attack 
many years ago. To put the following comment in context, the interviewee was 
describing how she felt in the past, but the statement was made in the present tense.
"(Laugh) I'm settins so wound up with him, and you know , and at that time my 
opinion ju s t totally changed. "
Contradictions and further slips into the present tense were apparent in her responses to
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demand questions, such as her appraisement of the setbacks she suffered due to her 
childhood experiences. The underlined sections were interesting; her reiterated current 
image of the parent’s marriage as happy, coupled with the slip into the present tense 
when she mentioned the past arguments.
"Um so I  think, um  .cos thev was happy, I  still, vou see. I  still have this
imase that.....thev was happv, I  mean, I  never see any o f  the arguments or anything, f  
never see anv o f  that. "
AAI 32 did proceed to elaborate on this issue in a manner that seemed to be a fair 
assessment of the situation. However, the logic broke down when the discussion was 
brought into the present, focusing upon how she had coped with her own divorce arid 
the perceived negative impact on her child. The solution presented was to behave in the 
identical fashion as she had just described as being the root of the difficulty in 
accepting the parental separation.
"If I  had been there when they had a fu ll scale row, I  could understand why they was 
breaking up, but because...I didn't see any o f  it....I didn't know what was going on, and  
that was really hard fo r  me to accept. "
"But....then, when I  was splitting up with my husband it was like...I'm not rowing in 
fro n t o f  the children, and then I  thought to my s e lf they are not going to understand, 
but I  don't I  still don't (emphasis) want them to be there you know. "
The mother appeared to be engaged in a process of unravelling this paradox, however, 
it was not fully explored, and the consequences of her intended solution were 
additionally not considered. In sum, the negative cycle was to be repeated; the stated 
"setback" in her adult personality was created by a lack of awareness as to the real 
nature of her parents' relationship (due to the fact she had not witnessed an open 
argument); nevertheless, AAI 32 intended to replicate the identical pattern with her
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own children.
Her replies to the demand questions rarely developed further than a superficial 
explanation, for example, she denied having ever felt rejected, but this assessment was 
based upon the fact she was an only child and there was no competition between 
siblings over material possessions. Thus the explanation was reduced to a focus upon 
family composition and the gratification of needs.
"No, no,no, no not at all, no. There wasn't any like resentment, oh like my big brother's 
got this, and my little sister has got that you know. Think cos I  was the only one, it
There was some confusion as to the nature of her parents' relationship during her adult 
years, as two contradictory versions were produced; either little contact and strained 
meetings or open hostility and arguments that caused AAI 32 a great deal of distress.
"If they had come into a room together, it would be like, OH GOD! (exasperated tone) 
who's going to start first! "
"I'd used to dread, my stomach used to whirl round and, I  used, I  used to think 
AAHHHH! God it is going to be unbearable "
"Yeah, you know. A nd I  think, um, I  mean, they, they was talking, but not like having a 
conversation, it was ju s t hello and goodbye, bit strained. "
Her comments about her relationship with her son were pertinent, especially in terms of 
interpreting his real difficulties with the pre-school measures. Her description of him 
had an edge of hostility, and she was very succinct in expressing the sense of relief she 
felt when he was not in her company.
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On asking if she worried about her son when they were apart;
"Yeah, yeah, yeah I  do but um yeah, but I  did fe e l a sense o f  relie f when he started
going to school. I  thought, you know, perhaps...in integrate him with other children,
and come out o f  his s e lf more do that, but, um,...yesterday and this morning
screamed, I  mean sobbing. so, he was alright last week, I  think because it is too
much fo r  him to go all day, but then, he's got to go, you know It's nothing I  can do 
about it, I  wouldn't have him at home anyway (laugh) I t sounds wicked doesn't it!"
There was specifically a struggle in her own mind as to the level of her son's 
comprehension, and indeed with the question as to what was the nature of her child's 
mind. As can be seen in the following quotes, it resulted in her oscillating between two 
opposing positions without apparent consciousness of the intrinsic contradiction.
"I take advantage o f  him as well, so does everybody else, cos he g. soes to speech 
therapv. he doesn't understand a lot, so we take advantage that he doesn't understand 
what is so in s  on. but he does, and I  think he knows a lot more than what I  think he 
does. "
"And I  suppose I  shouldn't really say it, but seems that they don't know as much, but 
they do, you know, they know more than what you think, don't thev?".
It was also not clear why the mother associated a need for speech therapy with a 
reduced level of comprehension.
Intergenerational links.
The confusion and contradictions inherent in AAI 32 were mirrored in child 32's overt 
difficulties with the pre-school measures (Table 19). For the Bartsch and Welhnan test 
the child was asked to explain what the puppet thought was in the accurately labelled 
but empty container (having been shown the contents were in the unmarked box).
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Child 32 was unable to disassociate his own knowledge from the false belief of the 
puppet; hence, he stated for the first test that Sooty thought "they were all gone", and in 
the second, "it's all empty" and further added, whilst pointing to the unmarked but full 
container, "He'll take it from there". For the Ellie the elephant test, he was able to 
accurately attribute the correct feeling state when the toy's preference coincided with 
his own. However, in the second condition, when the toy's preference was altered, he 
provided the reaction that reflected his taste, not that of the story character. As with 
child 28, although he could predict the false belief of the puppet in the second Lewis 
and Osborne test, he was unable to recognise his own having discovered the real 
contents of the container.
The emotion perspective test and the SAT generated distinctive material, as child 32 
seemed unable to sustain a consistent focus upon the tasks, particularly evident during 
the emotion perspective task based on Denham et al.’s design. The sole point he scored 
came from the first scenario where he provided an emotion that fell on the right side of 
the positive-negative continuum, and from this point onwards his attention wandered. 
He did mention a "Monster's coming" in the scenario of having a bad dream, or that he 
would give the puppet "one", in the ice cream in the park vignette, which were in some 
way related to the test in progress. However, it appeared that 32 was predisposed to 
follow his own agenda, and his comments in response to the following scenarios were 
largely unconnected to the content.
During the observations of this child it was apparent that his behaviour was 
characterised by two distinct patterns. At times he was able to engage positively with 
children and he was a popular choice as a playmate with several peers, all boys. Yet
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there was, in equal measure, a destructive and aggressive aspect to his conduct, 
although this pronounced hostility did not seem to diminish his good relations with 
other children. It was difficult to be ignorant of this child’s presence in the nursery as 
his entrances were typically boisterous and vocal, with 32 calling out loud “hello's” to 
staff and children. It was noted that he frequently brought in some toy with him and he 
would confidently make a point of showing the item to the staff member running the 
group session. Similarly, observed separations from his mother were effusive, often 
marked by a kiss and declarations of "love you take care", reciprocated by the child. On 
the one occasion that 32 arrived distressed, his mother did attempt to address his needs, 
with a profusion of endearments. Nevertheless, following her departure he became 
disruptive and disturbed other children who were in close physical proximity. Due to 
this he was asked to desist and move to another location, however, this request was 
ignored, thus forcing the staff to physically assist him in changing places.
The latter behaviours accurately captured the pattern of child 32’s conduct in the 
nursery throughout the observational period; it was noted that he was unable to sustain 
concentration or participate without causing disruption during organised activities. 
Furthermore, the frequent requests for silence or to restrain himself were to no avail, 
and yet this seemed to generate a certain amount of humour and fondness for him in the 
staff, who were fairly tolerant of his outbursts. In contrast, there were numerous 
observed episodes where he did appear to be able to interact positively (although these 
were not sustained for any length of time), contrary to his more aggressive and 
disruptive side. Therefore, when he was observed in a co-operative frame of mind he 
seemed eager to please and enjoyed collaboration; for example, as I sat near the sand 
tray, child 32 came over and gently touched my arm:
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"Look! Look!"
Pointing to a sand castle he had made 
Imw "That's excellent, well done!"
32 gave a large satisfied grin. Moments later he approached again, and touched my arm 
gently,
32 "look, I've made you another one!"
Imw "Wow!, what's this, it looks like a p ig  (shapes fo r  the sand). I f  I  press it down?"
32 "Pig!"
Imw "A sand p ig"
Although 32 did play with other children, it was noted that during these play sequences 
it was necessary for his companion/s to accommodate to his interests, and a lack of 
reciprocity was evident. Correspondingly, he did appear unable to incorporate the ideas 
or follow a peer’s train of thought during pretend play. For instance, he was in the 
playhouse with another boy who was trying to draw 32 into a game of pretend cooking. 
32 laughed and smiled at his partner's actions, but rather than elaborating upon the 
suggestion he went off at a tangent.
His inability to maintain extended and concentrated play was exemplified by the 
following incident, when a child called him over:
child "X, X, Come and play!"
32 moved over and proceeded to empty out a box of construction bricks; whilst the 
other child began to select items purposefully, 32 fiddled with a few items and 
immediately suggested another activity.
32 "Lets go in there" (pointing to the p lay house)
The child gave a s li^ t  smile but remained where he was, busy constructing figures 
with the materials, unlike 32 who stuck a few bricks together whilst looking around the 
nursery.
32 to child "What are you making?"
Child "I am making a (unclear) What are you making?"
32 "A phew  phew " (sound o f  a gun) 
child "A gun"
32
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As 32’s companion focused upon his work, 32 began to lose interest. Concurrently, 
other children, who were playing in the vicinity, were busy chatting, and catching 
strains of their conversation 32 interjected a few comments. However, he did not seem 
to need an answer as he looked away immediately after speaking. Following this, 32 
picked up "the gun" and aimed it at other children aroimd, with accompanying shooting 
sounds. On observing this, his original playmate spoke to him in a fatherly and patient 
manner, reminding him that guns were not permitted in the nursery.
There were other observed incidents when he was possessive over materials and adults' 
attention and time. To illustrate, for a short period he sat on the floor mechanically 
turning the pages of a book, without paying attention to the pictures; having performed 
this action in a perfunctory style, he then placed it on the floor. On observing 32, a 
member of staff instructed him to return the book to it’s correct location. 32 complied, 
and as he put the item in the bookcase and moved away, another child quickly moved 
to retrieve the item. As 32 observed this movement he immediately made a dash to 
reclaim the book, and a scuffle was only avoided by a member of staff calling 32 over 
to take part in an organised activity. In addition, another incident involved 32 watching 
myself and a girl engaging in a game of pretend eating and drinking. He approached 
and stationed his body directly in front of me, thus interrupted the flow of the game and 
demanded to know.
32 "Which one is yours?"
Imw " I  don't know, which one is mine?"
32 gave me a cup and as I pretended to drink he smiled, I then asked if he was going to
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give a cup to the girl I was originally playing with. 32 stared straight at me, ignoring the 
request, so I gave her my cup. After she also had a "drink" she offered the cup to 32, 
who pointedly refused to acknowledge the gesture. She touched his arm gently to 
secure his attention, but he kept his gaze fixed ahead, dismissive of her existence. Only 
when I ask him to accept the drink did he take the cup, but without a glance in her 
direction.
There were several occasions when it was noted that if 32 failed to receive attention, 
especially from adults, he became destructive, breaking or hitting peers' work in a way 
that ensured his presence was noted, even if it meant being chastised. Many times his 
aggression appeared random, he would see a peer with a toy that he decided he wanted 
and he would physically threaten or lash out in an attempt to achieve his goal. In 
addition, even if there were no obvious signs of negative affect, he would deliberately 
take bricks or the materials that he desired with scant regard as to whether this ruined 
his peers’ games, coupled with no signs of remorse. Yet if another child behaved in a 
similar fashion, he was openly outraged and would actively attempt to reclaim his 
possessions, even if it involved chasing the culprit around the nursery.
Child 32's behaviour, the lack of awareness and apparent concern for others' feelings, 
coupled with his blatant use of force to achieve his goals, was reflected in his failure to 
pass the false belief and the emotion perspective tasks. This was equally illustrated in 
his responses to the SAT pictures, and although he did acknowledge the actual 
demands of the test, he was more concerned to list his various injuries. This latter 
feature appears to confirm Cassidy's (1988) observation that ambivalent children 
tended to focus on the body in this type of procedure. In addition, when ostensibly
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commenting upon the hypothetical child in the SAT, the topic would be redirected to 
the self.
Picture five. In the park  - s e lf 
E. How feels?
C. I'd  hurt him 
E. You would hurt him?
C. Yeah
E. A nd how would you feel?
C. Um I  fe ll  o ff  there
E. You would fa ll o ff  the swings would you?
C. Um and I  fe ll  o f f  that and that
E. You w ouldfall o ff  all the apparatus would you?
It was significant that he had difficulty in taking into account the perspective of the 
child pictured, and additionally when referring to the self his remarks were confined to 
the concrete or to incidents that had possibly occurred. It was apparent that he was not 
fully able to project himself into the scenarios described, and plausibly his 
aforementioned uncertainty in respect to pretend play might have reflected the same 
limitation.
There were clear parallels between child 32 and his mother's restricted view of 
experiences; for example, the focus limited to the selfs perspective and the shifts in 
her descriptions that made it difficult to be sure of the reality in her reports. On a 
different level child 32 displayed the same pattern through his behaviour in the nursery 
and in his responses to the SAT. As described, even when asked to consider the 
perspective of the child in the pictures, his narratives would focus on the self. 
Similarly, his behaviour in the nursery frequently revealed a scant disregard for others 
and a lack of concern as to the consequences of his actions.
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2.4. AAI 46 Child 46
AAIF5 RSF 5b 
Child - Secure
Family background.
Child 46’s parents were married, and he was the younger of two boys. His father was 
employed hill time and his mother was a housewife. As with AAI 11, the family was 
clearly better off than the other participants.
AAI interview.
The following case study exemplifies the distinguishing characteristics of a secure 
attachment incorporating themes evident in the previous preoccupied AAI. Therefore, 
the narrative revealed a continued preoccupation with past events, a degree of on-going 
resentment, evidence of blaming the parents, and a tendency to portray the self in a 
self-enhancing manner. In contrast, to the previous interview, AAI 46 demonstrated an 
ability to create a distance from the past and find an overall structure to contain the 
expressed negativity so that the discourse was primarily coherent and clear. Notably, at 
the beginning of the interview the mother indicated an awareness of the needs of the 
listener by querying whether the details she was providing were sufficient.
In the initial stages of the interview the mother revealed there were certain strains in 
her relationships, in particular in regards to the parents' strong religious beliefs, which 
she felt dominated family life detrimentally. In this respect, when she described her 
ovm parenting practice, i.e. spending time as a family at weekends and enjoying leisure
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activities, there was an air of self-congratulation. The discourse and the principal 
preoccupation revolved around the topic of religion, and hence the focus of the 
interview was primarily on early adolescence rather than the childhood years.
"Uumummmmmm  yeah mv mum...was um....was. they're very, very nice people,
I, I  don't even remember, being smacked, one occasion I  remember being 
smacked...uh...They were, they were very good, my dad was quite fu ssy  about the way I  
eat.....things like that he could be quite stern, i f  he came home in a bad mood I  knew to 
stay out o f  the wav. You know he wasn't a violent verson, but he. he. he was snavvv. he 
used to frishten me sometimes. But saying that he was a good dad. I, I  enjoyed being
with him, um  my mum was okay, but I  think, the main problem I  had with mv
parents was the fact that thev went ultra relisious when I  was about eisht. And
um  they went through a fe w  religions (laugh) from  catholic through Jehovah
witness and ending back at Church o f  England. So each time it was, it was...absolutely 
everything. "
The above passage revealed some of the areas of contention, specifically with her 
mother, as can be seen in her failure to complete the first sentence with a description of 
the relationship. Nonetheless, when the mother elaborated upon the issue of religion 
there was evidence that she was aware of how her own feelings of self-consciousness 
coloured her experience of this practice.
"So 1.1 was draszed  to church and back and thinss...! resented the amount o f  time that
was involved in all this. And um to me, vou know none o f  mv friends at school...had
parents like that...so a bit hide vour face time vou know (lau^h) thev were a bit over 
zealous with it all. "
"Um I  was at the awful age about 13 14 when everything is very embarrassing 
(laugh). "
As with the previous interview, AAI 46 found generating adjectives to describe her 
relationship with both parents a taxing exercise; however, this was acknowledged and 
she clearly monitored her thought processes. The choice of descriptors were notably
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critical, yet there was once more a recognition of how her interpretation was influenced 
by her own age and associated concerns, and the episodes provided did complement 
the adjectives given.
(Adjective given - awkward)
"Well (big sigh) When vou are a teenaser, I  think, you are ju s t discovering boys and 
things and obviously, the thought that was in my mind was that my mum had me at 
18.....um....and er she was very holier than thou, like this is wrong and you mustn Y do 
this and you m ustn’t do that. A nd 1.1 was screaming hvvocrite internallv vou know".
The strains in the mother-daughter dyad seeped into the discussion of the relationship 
with her father, which was also characterised by tension. Once more the mother did 
recognise that the difficulties were in the past, and it was her perception of the situation 
that was being discussed, even though it was an opportunity to criticise her mother.
". We have good conversations now and things but. again back then a little
strained, cos it seemed evervthins I  did, he disapproved of. As a teenager.....so I  was 
waiting for the wrath to descend (laugh) So er, and angry relationship at one point, but
er....you know he said to me a year or so ago I  was ju s t trying to, i f  I  hadn't done
that....you probably would have gone right o f f  the rails, you were pushing to f in d  out 
where the limits were and I  was trying to say they were here. Every teenager will push  
and push. I'm dreading it! Two boys! When you think o f  the hell you give your parents, 
oh god! I, I  hope to be a little more understanding, somehow. I  think, I  think the 
relisions bit so t in the wav, that was the trouble, it sat awkwardly with the thinss I  
wanted to discuss with mv mum, she didn't want to hear sort o f  like, about the boy in 
my class or whatever. It was a bit o f  a drag really. "
There was a more complete portrayal of the father-daughter relationship, for example, 
when the mother was asked to explain why she did not feel close to him as a child. In 
the following extracts there was a degree of dysfiuency as she tried to collect her 
thoughts, but she was able to present an adult perspective that incorporated 
developmental changes and, if not a complex assessment, there was a recognition of
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her father’s position.
"um um  I  think ju s t getting over the initial embarrassment o f  saying it
actually, um  .what can I  say (said to self) he, he alwavs seemed to be, at that
point, sort o f  a. a little er. um. ansrv about thinss. Now I  understand why, vou know er 
(referring to mother's affair).
"I, I  can't explain exactly why.....I think it's it's cos he, he, s e lf  so stem  sometimes.
Very unapproachable, yeah sometimes. He was good when I  was looking fo r  a job, i f  
ever I  did anything, he was O H  WOW/ That's BRILLIANT, You know! A nd he, he 
would really lift what was going on. A very clever man. I  alwavs thousht he was daft, 
but...cos he alwavs used to describe him self as such. "
"I didn't realise that until a few years aso. You know one o f  these people with an awful 
lot o f  common sense. "
In the final section of the interview participants were asked to reflect upon their 
relationship with their child, summarise their childhood and to suggest three wishes for 
their child. Whilst addressing the latter topic the mother demonstrated an ability to 
differentiate between her own desires and her son's perspective, for example:
"I wouldn't say I  would wish fo r  him to be a footballer, that is mv dream not his. "
"I was going to say that I  hope I  can always be part o f  his life..............but, that is mv
wish, not, not mv wish for him. "
In terms of what she felt had been learnt from her past experiences, the theme was 
clearly a desire to make changes to avoid the negativity she associated with her own 
childhood. Contrast this with AAI 32, who intended to replicate the very behaviours 
she felt had been a setback to her own development. Furthermore, AAI 46 was explicit 
in articulating her resentment, (with AAI 32 this was implicit, but never acknowledged) 
and at no time did she slip into the present tense.
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"I think I  would want to be more oven with him, not so disaDvrovin2 ....o f evervthins 
because that puts a wall uv. I  would like him to be able to tell me. I  didn't feel I  could 
tell mv parents............. "
This section also revealed the anxieties she had for her son, centring upon his starting 
full time education, and this issue, broached prior to the commencement of the 
interview, led to tears.
 "I thought school would be good, but now that he is gone...there is this huge
void, you know (laugh) there is this space. And um...yeah, when he came home M onday 
upset (getting tearful) You try not to show that you are upset....y  ou got to be strong. I, I  
wanted to cry with him. I'm going to cry now. Oh dear. He is so intense....your feelings, 
sorry, you can't always show them all to your kids can you. "
"Yeah I  rang up....before lunchtime to check that everything was okay...I had visions o f  
him changing his mind and wanting to come home. "
(This acute concern over her son's welfare was detected in the observations and 
appeared to be associated to her son’s conduct. This issue will be discussed later).
There was a different quality to the mother's responses to some of the demand 
questions, manifested as an explicit and accurate reference to mental states, coupled 
with an ability to consider several perspectives and her own interpretation of events. 
The reply to the question probing feelings of rejection and her parents' knowledge of 
how she felt was possibly the best example in the interview of reflective functioning.
 "Ah no. I  remember feeling in the way....sort o f  an only child, I  think especially
with young parents, you felt, um. Describe it as a gooseberry now...you know  
especially when you got to 11, 12....on holiday....and er. I  think my dad had been 
assum ins that there would be other kids around for me to play with, and there wasn't. 
A nd o f  course there was no where else fo r  me to go, so he couldn't be all romantic with 
mum, you know! (laugh) It felt a bit o f  a third wheel sometimes, yeah. "
"No I  don't think I  have ever told them either. They would probably be horrified. Yeah, 
um don't know, I  don't know, I  don't remember feeling rejected, no. But I  w ent...if I  
w ent...If I  asked fo r  help. I, I  usually was helped, I  wasn't told to go away, or I'm too
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busy or anything like that. But I  think, think I  don't think I  used to ask fo r  help. I  think 
that was a stumbling block sometimes you felt you couldn't ask for help. "
The last comment suggested an understanding of the AR distinction, noting that on the 
surface there was the impression that help would be available, but her 
acknowledgement that in reality this was not experienced as such when a child.
Her responses to the rest of the demand questions were not remarkably complex or 
elaborate, yet the mother did attempt to go beyond the superficial, hence explanations 
tried to evaluate the underlying psychological causes of her behaviour with her parents.
"Yeah I, I, I  um, I  had my firs t boyfriend quite early, I  was about 14 he was a lot
older, about 18. A nd I  think looking back. I  think I  was lookins for a more accessible 
father fisure. You know I  was not really interested in him...I think it was ju s t that big  
brother or something, I  think I  was looking fo r  companionship, rather than anything 
else. E r that was an insecurity, not so bad now.
"I never seemed to cope very well on my own. "
However, the higher levels of RSF were not sustained, thus when discussing why her 
parents behaved as they did during her childhood the reply was more superficial. The 
theme of resentment did creep back in once more, yet there was the acknowledgement 
that in response she tried to overcompensate with her own children.
"................................. um.................M y mum had quite a strict religious upbringing, my
dad always went to church....they seemed think that this is what you did. H ad this, I  
think they got a lot from  it.....um....in their way....um I  ju s t think they took it too far. Um 
there was no time fo r  anything else. "
 "I, um now when I  look at the way I  spend the weekend with the boys, Sunday is the
day...to be together. " "I you know regret that, that is the one th ins I
probably try to so  too over board...try to do with my kids. But um. mum has a 
boyfriend now who has a little girl who's 8, and they have been on some lovely day
trips and my mum now completely forgotten all about this church business. Put it
all behind her.....I  think she still has her beliefs....I have beliefs, but I  don't take them to
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the limit. "
Finally, in considering the possible changes in her relationship with her parents over 
time the subject made direct reference to developmental changes that alter the nature of 
a parent-child relationship.
"Yes....I think....there's been, as a young child, you are very close to your parents, I
think it drifts and you have certain differences I  think, you lose it completely in
your teenage years it is more like war. "
The theme was developed as the subject noted how no longer living together removed 
certain pressures from the relationship, thus the present situation was positively 
described, coupled with an awareness that the changes that had taken place were part of 
a dynamic involving all parties.
Intergenerational links.
Child 46 (Table 20) was identified as one of the inconsistent secure children who 
unexpectedly had greater difficulties with the theory of mind tests. He failed both the 
Lewis and Osborne tests, unable to acknowledge his or the puppet’s false belief. 
However, on the Bartsch and Wellman task he was able to explain the puppet's 
behaviour in terms of it’s beliefs as to the contents of the container, i.e. "Cos he wants 
plasters" and "For some crayons", and he knew where the materials were situated. 
Similarly, with the Harris task he was accurate in predicting how the toy would feel 
when its preference was in direct contrast his own, confirmed on the vignette design, 
where he was one of the top scorers.
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The child's responses to the SAT were classified as secure, although there was an 
absence of expressed vulnerability. However, this was compensated by the effective 
coping strategies envisaged, indicative of an internalised sense of security, and was 
particularly prominent in the responses for the self. In addition, there was an explicit 
reliance on substitute attachment figures and the content of his replies were highly 
personal. In contrast, the avoidant child’s assertions of being happy were contradicted 
by a failure to produce a justification and/or a solution (See appendix VI).
As noted in the appraisal of the AAI, it was child 46's conduct in the nursery that 
complemented his mother's AAI style. Separations consistently required the staff to 
provide the mother with some kind of reassurance or praise for her son, combined with 
an anxious insistence of drawing attention to her son’s needs. During the observations 
of Child 46 it was recorded that he entered the nursery cheerfully, and he was able to 
locate the name card with some assistance. However, the mother's departure was 
protracted, characterised by persistent queries to ascertain if her son was comfortable 
with her departure, coupled with frequent worried glances as she exited. It appeared as 
if the mother expected her son to become distressed. Although interpretative, it seemed 
that these aforementioned aspects of his mother's behaviour influenced and shaped 46's 
perception of the self and others. In this respect the observations of 46 revealed a 
marked predisposition to portray himself in a self-enhancing manner at the expense of 
his peers. In turn, this created a degree of fiiction in his relationships with staff and 
children. Notably, the strain was apparent in spite of the fact that he was bright and 
made interesting and useful contributions during group activities.
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Too illustrate, during a recital in circle time a child made several errors in the verse; 
immediately 46 vocally drew attention to the mistakes and persisted even though he 
was requested to desist. He appeared oblivious to the staffs growing annoyance and the 
fact that that the child being criticised was sitting with their head bowed in shame. 
Notably, on these occasions if one child mentioned they knew the words to a song, 
others would invariably call out "me too!" and begin to sing the tune. In this instance 
no one else contributed to the exchange, instead the group became subdued. Further 
illustrative examples of this trait occurred in group discussions when he would often be 
the child who had a better present, or had been to a bigger park than peers. All this 
would be delivered with a serious expression and solemnity, which suggested that 46 
considered his pronouncements to be significant. On analysis of his mother’s AAI 
transcript, her lists of all the activities she arranged for her children in comparison to 
her mother’s perceived failure seemed to be comparable to her son’s conduct. He was 
not alone in his exaggerated importance of the self when regaling listeners with stories 
of his experiences, or even pointing out cuts or grazes on his body. However, there was 
a distinct difference in the tone and delivery leading to an intuitive sense that he 
expected his concerns to be taken very seriously and were of greater importance in 
contrast to his peers contributions.
Furthermore, his behaviour was noted privately by staff, and he was possibly the least 
liked child during the early period of the observations. There were frequently observed 
incidents when his behaviour resulted in reprimands, such as when he pushed peers out 
of the way to ensure he was first in the queue, or insisted that he had the first turn on a 
game or activity. When he deliberately drew attention to “mistakes” of other children 
he was not satisfied and would not refrain from outlining the “failing” until a staff
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member responded.
Part of the staffs policy in reading stories to the children was to draw attention to 
elements of the content that, interestingly for this study, highlighted the difference 
between pretend and reality, the story characters' feelings and how these led them to 
behave in certain ways. In contrast, (and not reflected in his test performance, or even 
in his attitude towards peers) 46 displayed an aptitude for being able to distinguish 
between pretence and reality, or noticing a character's teasing another in order to create 
humour.
However, there was a conspicuous alteration in his conduct during the latter stages of 
the observations, and the recorded incidents where he displayed a failure to consider 
the feelings of his peers diminished. Concurrently, and plausibly related, he established 
a close friendship with a securely attached girl. Observations of this dyad indicated that 
the partnership was characterised by co-operation, mutuality and positive affect, 
sharing materials and humour with each other and with staff. There were intermittent 
slips into the self-enhancing behaviour, for example, an indignant chastisement of a girl 
whose shoelaces were left untied, leaving her on the verge of tears. The clear 
discrepancy was that when he was reprimanded by staff he appeared to recognise that 
their disapproval was directed towards him; thus his head would drop and he seemed 
remorseful. Overall, these changes led to clear improvements in his relationship with 
peers, moreover, the staff were happy to recognise and praise his intelligent comments 
and success with his work.
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2.5.AAI20 Child 20
AAIF2(Ds3) RSF 5b 
Child - secure
Family background.
This mother was a single parent divorced from the father of her son, who was an only 
child. Comments made by the mother suggested that the marriage had been fraught 
with difficulties, and it was only towards the end of the study that Child 20 was 
allowed contact with his father. He spent the weekends with his mother at his 
grandparent’s home.
AAI interview.
AAI 20 offers the opportunity to assess a secure strategy that incorporates elements 
associated with the dismissing adult, thus there were comparable patterns found in this 
interview that were features of AAI 28. For example, a tendency towards self-blame 
and some idealisation of the father; in addition, there were times when the mother’s 
explanations of behaviour were concrete and focused on actions rather than the quality 
of the relationship or the underlying mental states. However, unlike the Ds3 transcript, 
AAI 20 was able to evaluate the inherent difficulties in her relationship, acknowledged 
vulnerability and negativity and reflected upon how these experiences had impacted 
upon her current fimctioning.
Initially the family was portrayed in a positive light.
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"Um my mum and dad have been together...about 20, 24 years very stable loving
family. "
Although this image was not sustained during her early assessment of the relationship 
with her mother, the focus remained upon interpersonal issues, coupled with an 
awareness of an altered perspective developed in adulthood. In addition, memories in 
the form of an episode illustrated her comments, with some insight into the dynamics 
of the family’s relationships.
"Always a fiery  relationship with my mum, always iust....I  mean I  can see it now, but I  
couldn't as a child, she would sav srev. I  would sav black. It's ju s t a real big 
personality clash, I  mean I  still have it with now with her. I  can remember from  being 
like the age seven, starting big school, and her buying shoes, and I  ju s t didn't like them, 
probably cos she chose them, and I  hadn't, um. M e dad was always the peace maker, 
my mum used to say, "you are taking her side again" M y dad ju s t wanted peace  
really. "
In contrast to AAI 28, the adjectives provided were specific and distinctive, reflecting a 
unique relationship, rather than resorting to blanket terms i.e. loving or caring, to serve 
a normalised script of an idealised “happy family”. Furthermore, there was a balance 
between positive and negative descriptors, although it should be noted that the 
adjective of "loving" was qualified with the comment "but in its own...way." The 
mother was able to explicitly reveal the tension and lack of perceived emotional 
support within the mother-child dyad, which was evaluated in reference to relationship 
dynamics.
(adjective given - hard)
"...Being sent to your room fo r  an argument, and all you wanted was a cuddle. I, I, I'm  
not talking young child, but I'm talking probably about nine, and her coming up and  
"nnnnnnnn" (complaining tone) her screaming and shouting at me. Can I  ju s t  have a 
cuddle mum (quiet voice) "No! you have been naughty". You thought, well, i f  she
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would give me a cuddle, then what would happen, cos she wouldn't sive me a cuddle, it 
would make me more upset, and make me more ansrv. so then what it does, it makes 
the arsument ten times worse, cos all I  wanted is affection. "
There were dismissing elements within this extract, as seen in the use of the third 
person, and stating "her" instead of mum; ultimately, the mother was able to openly 
express her attachment needs using the first person "I".
It appeared that the conflict and inherent tensions in her relationship with her mother 
had resulted in a process of reflection in an attempt to resolve and/or understand her 
childhood experiences. In contrast, the father remained less of a tangible figure, and 
there were examples of idealisation in the discourse; however, genuine affection also 
materialised and was confirmed by episodic memories.
"Um affectionate,....just when he would come home from  work,...first thing he would
do is come and p ick  us up and give us a kiss and a cuddle. He would have me and Y  
(younger brother) on either leg. "What have you done today?" You know he would  
want you to tell him all what you had done all day, "what about this, what about that", 
he was really ju s t good at that me dad, definitely. He was lovely. "
In the discussion of her father she used this opportunity to contrast the two parental 
styles, specifically her father’s ability to openly express his feelings towards his 
children; a division of alliances within the family was also noted (and this will be 
commented upon later).
"Me, um, me dad, he can pu t h isself across more easily than me mum, me dad's not 
afraid to show how he feel, and he can quite happily go around telling everybody that 
he loves you. Cos, the only, sort o f  important things to me dad is me, me brother, me 
mum and now X  (her child) ".
In times of potential danger the mother was able to express vulnerability combined 
with an awareness of the different parties’ reactions to the same incident of separation;
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notably, the parents clearly provided a secure base for the mother as a child.
"I can actually remember an incident, not away from  them, but waking up and  
realising they was not there. Um. We was away at a holiday camp, in Pontins. God I  
was, my brother was in a cot...so I  must only been, five, six....I remember waking up in 
me bedroom and looking around fo r  them and they wasn't there. Just....screaming you  
know cos they'd gone. "
"I remember (unclear) that my world had ended. You always look fo r  your parents,
don't you, and to wake up in the middle o f  the night in a strange place. that was
really scary. "
The parent's response:
"Me mum actually cried, you know, I  think she fe lt  really bad. I t is the last thing you  
want when you leave your children, because it was probably the firs t time me mum had  
ever left us as well. So me mum cried, Y  cried, the three o f  us sitting crying, I  can see it 
now ".
Notably, when discussing her relationship with her son, the mother recognised how her 
behaviour may affect him, and equally how her own childhood had resulted in an 
evaluation of what she believed to be important. In addition, she noted the changes she 
wished to make based upon her own experiences under consideration during the course 
of the interview.
"I, I  have hated him starting school as well, perhaps he has picked up on this. "
"My childhood....to show my feelings, to not hold back. um  that you do need
both parents, as hard as that is fo r  me to say, as X  hasn't got his, but you definitely 
need both parents. "
This theme was continued in what she hoped her son would learn from his childhood, 
and importantly, the contradiction was monitored.
"Um............................. affection......... ...um............that vou don't need both parents
(slisht laush before and after) I've just sat here and said vou do But I  would actually
like to think I'm going to bring him up on my own as if.....his dad was here. H e is very
determined....I want him to be determined. I  want him to go out there and get
what he wants. I'm a very strong personality. Um that I  will always be there fo r  him,
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really, that I  will always love him. "
The mother's responses to demand questions indicated an awareness of the mental 
states underlying behaviour, and a recognition of the relationship dynamics with the 
important people in her life. Once more this was most evident in her discussions 
focusing upon her relationship with her mother, premised upon an adult perspective. 
However, this level of RSF was not consistently maintained, and it was only through 
assessing the interview as a whole that the quality of the mother's reflective functioning 
emerged. In this respect, it was notable that her replies to the permit questions 
elaborated or compensated for the poorer level of reflective functioning in the demand 
questions.
Her earlier statement regarding the division of alliances within the family unit and the 
greater intimacy she experienced with her father was confirmed in the question 
addressing memories of rejection.
"Ican actually remember sort of.....favouritism"
Of her aunt - "She always made the point o f  saying, not saying....but sort of, your mum  
and Y, you know it was like everyone knew. "
When asked if her mother was aware of it;
".........................Um, I  think mv mum. Actually thinks I  was the hard one. You know
I  sav she is the hard one, and she says I'm the hard one. Whereas my brother is
probably more easy going. sometimes I've had trouble, the way I  say things, they
come out wrong. You know I  can say something, and my brother could say exactly the 
same thing. But it is the tone o f  voice, and the way you p u t yourself across, and
sometimes I  p u t m yself across not the right way. And.....she just always seemed to
take it the wrons wav me mum. You know she never took it the wav I  intended to take 
it. Which is really hard. "
In the above excerpt the mother produced accurate and normative assessments about 
the mental states of the principle actors and assessed the impact this had on the
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relationship. There were elements of self-blame, however, this was tempered by an 
acknowledgement of her affective reaction, coupled with an awareness of how 
observable behaviour may be misinterpreted. The distance the mother perceived in the 
mother-daughter relationship was highlighted further in the evaluation of past 
experiences. In this respect, she experienced overt difficulties in articulating the nature 
of her mother's feelings, with a dismissive comparison of the relationship she had 
developed with her own son.
I ’d  like to think, um, that I  am a lot more loving with X now , cos I  look at me 
mum and think I  would never want to be like that with me child. I  want my child, 
although I  know my mum loves me...I want to show X I  love him. I  mean my mum  
shows me, but she never showed me in the way o f  saying I  love you, and come and give 
us a kiss and cuddle. "
The following excerpt indicates the recognition of how maturity transforms previously 
held assumptions.
"I mean w e’ve talked about it now, since I  have grown up, cos I  always used to say to 
him, "You Ye never here, how do you know what goes on. " A nd  as children he used to 
say the reason that I  am out working is to give you all what I  never had. "
The idealisation of her father was evident in her appraisal of potential setbacks, and 
this did restrict the focus upon observable behaviours rather than illuminating personal 
qualities, which were implied, but were not explicitly articulated.
"I think in some ways it is a bit unfair, because I  think I  actually p u t mum and dad on a 
pedestal....and every relationship should be more like this. "
" Only like I  say, I  think I  have trouble with relationships, because me dad is reallv
2 0 od in the home vou know he'll wash, he’ll iron. You know, um you expect things to
be like that. "
Similarly, intergenerational patterns were recognised, although the evaluation lacked
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depth;
"Yeah....um my....mum....is exactly the same as me nan. So obviously, what they
reasons, my mum has been brought up in a certain way, which is how me mum brought 
us up. M e dad came from  er...really loving family, really close really affectionate. So 
looking at it they both exactly same as their parents. "
Finally, there was an acknowledgement of the transactional nature of relationships in 
the final comment.
"Um I  can see in my, my mum is exactly the same as my nan, just....hard to
show....her feelings, um  I  don't know what it is with me mum really....we're not
affectionate with each other....y  ou know, probably as horrible as it may sound, i f  she
wasn't me mum probably wouldn't be .friends, it wouldn't be someone that I 'd  be
 .friendly with"
"We can only sort o f  be together.....short amounts o f  time. As much as we both try and  
2 et on. it just seems to 2 0  feet first. "
The difficulty she had in producing the negative was apparent in the pauses prior to the 
comments, and the dismissing use of "it" when referring to the mother in the first 
excerpt. However, unlike a dismissing subject AAI 28, she was able to produce the 
negative, but without the blame associated with the preoccupied AAI 32.
Similar patterns emerged in the following extracts.
"As I  say, I  never used to get along with my mum, till I  actually had X  myself. I  think 
we 2 et a different insi2 ht into what bein2  a parent is about. I  had actuallv somethin2  in 
common to talk to mv mum about, whereas before....I had no reason to have a 
conversation with her. I  had nothing in common to speak about".
"Friends, really friends, we was enemies as a child and while I  was Uvin2  at home, 
definitelv"
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Intergenerational links.
As can be seen in the Table 21, child 20 performed reasonably well across the pre­
school measures, although he failed the second Lewis and Osborne false belief task, 
having been accurate in the first. For the Bartsch and Wellman task he described the 
behaviour clearly in terms of the puppet's beliefs, "He thinks plasters in there", and in 
response to the prompt in the second test “what does sooty think?” he stated "Some 
drawing pens in there." His responses to the SAT were classified as secure, although 
child 20 was unable to generate open feelings in response to the depicted separations; 
the quality of his responses complemented the dismissing traits inherent in the 
discourse of his mother's AAI (See appendix VI).
Observations of child 20 noted that he consistently made an entrance into the nursery at 
the beginning of each session; mirroring his inclination to rely on others during the 
separations, he was proactive in greeting peers and staff. His mother assisted him in 
finding his name, and on her departure farewells were loud and vocal, marked by a kiss 
and declarations of "I love you". There were occasions when his mother somewhat 
brusquely told him to keep his voice down or to stop showing off, but this was 
underlined by open affection and her jokes to staff about the level of noise he made. He 
cheerfully took his place for circle time, once more calling out to friends, or if he was 
sitting, he proceeded to attract the attention of his peers. His behaviour did necessitate 
some supervision from the staff, who were tolerant of his exuberance. In this respect, 
there was a spoken understanding that child 20's intent was to participate or contribute 
to the proceedings, rather than attempt to dominate in a self-enhancing manner.
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There were observed incidents when he displayed aggressive behaviours towards peers, 
specifically those with whom he had minimal contact, for example, snatching items 
and brief outbursts when annoyed. In contrast, he showed explicit concern by 
approaching a crying child, or he would direct an adult's attention to the incident. For 
example, one girl, with whom he normally had little contact, arrived tearful; child 20, 
who was near the staff member comforting the girl, called out to her, patted the floor 
next to him and declared "Sit next to me. I'll look after you."
There was a conspicuous transformation in his conduct during the latter part of the 
observations that was noted by staff and discussed by his mother at the end of the AAI. 
Notably, these observed differences coincided with significant changes in his home life 
that may have accounted for the alteration in his conduct. Initially his noisy and vocal 
behaviours were perceived by the adults to be a genuine effort to contribute; however, 
the misconduct that was displayed in the later stages appeared to be disruptive and 
there was no discernible attempt to engage with the group. These latter behaviours 
were restricted to the opening and closing circle time, and in his observed interactions 
with peers during free play or in smaller group activities there was no overt change. 
The exception to this rule was a temporary alliance that he formed with a girl (child 17, 
discussed in the inconsistent secure section of the observational results). Within the 
context of this dyad his behaviour was overtly aggressive and rejecting, evoked in part 
by child 17’s constant mimicking of 20’s words, gestures and actions. Initially, 20 was 
apparently unconcerned with 17's need to replicate his every move, and as a partnership 
they caused disruption. The alliance, however, was short lived, and 20's hostility 
towards his companion was vocal and explicit; hence there were frequent recorded 
instances of 20 angrily resisting 17's advances. Child 17 at first remained persistent in
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her attempt to regain the partnership, and continued to smile and approach, resulting in 
an escalation to physical aggression, and in one episode 20 kicked and punched 17. 
Following this, there were intermittent and limited contact between 17 and 20, but 
clearly on the latter child's terms.
In summation, it was his lack of emotional openness in response to the SAT that had 
the clearest parallels to his mother's AAI style; secure, but biased towards the 
dismissing category. Excluding the aforementioned difficulties during the final period 
of the observations, child 20 enjoyed positive relationships with peers and staff alike, 
and he was an exuberant and cheerful contributor to the nursery.
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2.6. AAI 1 Child 1
AAI Dsl (Ds3) RSF la  
Child - Insecure
Family background.
The mother was a single parent divorced from child 1 ’s father, who was an only child. 
As with AAI 20, the mother reported that the marriage had many problems, although 
child 1 did have regular contact with her father. During the weekends child 1 stayed 
with her grandparents as her mother had part-time employment.
AAI interview.
AAI 1 represented the most restricted narrative of all the dismissing adults in the 
sample, and the portrayal of invulnerability and perceived personal strength within the 
discourse was distinctive. Furthermore, previously described dismissing strategies such 
as concrete explanations and a focus on the external at the expense of exploring the 
internal, were also apparent in the narrative. Conversely, child 1, although avoidant, 
was not overly resistant to the separations portrayed in the SAT, and on occasion she 
produced relatively complete answers. However, there was considerable anxiety even 
in the replies to the mild pictures and the quality of her responses were noticeably 
poorer for the self.
Prior to and at the beginning of the interview, the mother stressed the normality of her 
background and family, with the next two comments delivered in quick succession.
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"I think I  had a fa irly  normal, pretty strict up bringing"
"I think I  had quite a normal up bringing really. "
Throughout the narrative, phrases such as "obviously" and "you know" supplanted 
content, thus reducing the overall coherence of the transcript. Furthermore, these 
substitute “filler phrases” replaced conclusions or personal information, and suggested 
a commonly agreed upon consensus as to the generalisability of the mother's 
experiences across all relationships. In turn, the frequent semantic summations offered 
little evidence in the form of episodes to confirm the idealised description of her family 
and the relationships within the unit.
Similarly the adjectives offered to illustrate the relationship with her mother were 
conventional, i.e. loving, caring and close, and as with the other dismissing adults, this 
did not lead to an episode, but rather a description of behaviour that did not entirely 
support the description.
For example, the incident to collaborate the description of loving;
"Well we never had that much money, she was always, always she would always try, 
and you know, she always made sure our rooms were clean, well clothed and she 
would try and give us treats when, whenever she could. "
The section underlined exemplifies the overt difficulties faced by the mother to 
produce illustrative examples, and having a clean room does not really support the term 
“loving”. In addition, the marked dysfluency and the repetition of the word “always” 
highlighted the inherent struggle that was taking place in order to produce meaningful
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content. In contrast, the adjectives produced as representative of the relationship with 
her father were distinct, for example, motivating, very strict, knowledgeable and 
understanding. However, the following confirmatory evidence was in essence a 
description of the father's behaviour, exemplified in the next two extracts in which she 
described him as motivating and knowledgeable.
..."Like motivating, if, i f  I  had any interest in something, like I  used to be interested in 
running, he was like , you know, i f  I  got an interest, he used to show an interest in it, 
and er used to actuallv come out with me quite a few times (nervous laush)"
"Um he, seems to um  know.... a lot...about a lot o f  varied subjects, like you can have
a conversation, with him and er, you know he seems to be able to give you, er
answers, you know, where he finds a way round, way round to giving you an answer (  
laugh) whether its a long winded answer. He, he, no, he seems very knowledgeable, he 
seems to have done quite a bit with his life. "
At times when there was a perceptible threat the mother withdrew from a full and open 
account, such as when she described her father as a person who would help her 
(without an episode)
 "Without, you know, he won't sort o f  jum p down me throat, whereas me mum.
would sort o f  I  don't know.....I, I  suppose I  could talk to my dad easier. "
This defensive strategy was further seen in the section of the interview that focuses 
upon memories of being ill, hurt, upset and separated from family. During the 
discussion of these issues the mother appeared cut off from feeling, and by omitting 
details, there was an implication of personal strength coupled with a sense that support 
and comfort were not forthcoming. Such as the incident when she cut herself with a 
carving knife.
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"No, it was ju s t sort of, it was dealt with, that was, that wasn't like a big thing"
Equally, note in the following excerpt the slight slip of the tongue and confusion as to 
who was worried when discussing a stay in hospital, the underlying stress revealed in 
the dysfluency.
"I, I  remember, I  remember being ill in hospital once....um and obviously I. mv. both 
parents were reallv worried, then, um. er, the, they visited all the time. "
Personal strength was once more alluded to in the following description;
"Me mum was was more um I  would say more violent, er o f  the two parents. She
but she never used to be able to hurt me! (laushins) She used to like, lash out. I  
remember she had a wendy house pole, and er....if we was really bad we used to get 
that across the back o f  our legs. "
The hospital stay was used to illustrate the subject’s memory of being separated from 
her parents, and notably, the following was the only expression of vulnerability in the 
interview.
“I, I  was really, really upset, I  hated the thought o f  being alone and obviously, cos me 
parents were, vou know, the people I  was closest to... w ell mv. mv. whole family reallv 
at that t im e  Yeah just, ju s t lonely, very lonely (laugh) ”
Question: Can you remember how your parents felt about it? 
"No"
Question. No?
"No, not really. "
The denial of any knowledge of the parental response suggested a lack of support. In 
addition, in the above passage there were signs of a distancing strategy in the
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underlined sentence, where it seemed as if the mother was unable to sustain the focus 
upon the absence of her parents.
The three wishes for her child in the future were couched in generalised terms that 
lacked a personalised emphasis.
 "To meet some one that's gonna er look after her....um I, I  want her to make a
success o f  her life, um she, she really enjoys dancing and um I  take her ballet and tap 
classes every Saturday, um. I, I'd  like to see her excel in something, just.....make 
something o f  her life. I  would like to make something o f  mine (laugh) A s well. But er, i f  
I  can help her to, to make something o f  her life, it would be great. "
Finally in her assessment of what she had learnt from her own childhood the mother 
made an unusual appraisal of how people learn or gain from experiences.
"I, I  think that I  learnt everything that I  know, obviously which was sort o f  implanted in 
me as a child"
In a similar vein, the replies generated in response to the demand questions 
demonstrated a marked disavowal of reflective functioning, as relationships were 
routinely countenanced in concrete terms, with purely external factors offered as an 
explanation for behaviour. This tendency was clearly illustrated in her response to the 
question inquiring why she thought her parents had behaved as they did when she was 
growing up.
"Circumstances probably. Like vou know, it was like...what me dad beins in and out o f  
work and that me mum had to....one minute we was all doing well, and then, then we 
are not doing so well and we had to make do. "
Further verification for the perceived failure of AAI 1 to consider the underlying 
mental states was provided by her denial of ever feeling rejected and her response 
inquiring into possible setbacks; in both cases the reply was a firm "no". At best
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reflection remained superficial, and the image of her childhood was presented in a 
generalised, vague manner that was not confirmed by concrete examples of this "good" 
family life. For example, her evaluation of the impact of her childhood experiences 
consisted solely of the following;
"I, I  think they have prepared me fo r  life pretty well, I  think they have done a pretty  
good jo b  on me. "
Finally, there was no recognition of any change in the nature or quality of her 
relationship with both parents, and the mother merely reiterated the standard script of 
the family being close.
"No, no, I  think, I  think we are still like, like a close family. "
"When we are all there as a family, it's ju s t like, you know, ju s t like almost like it was, 
i f  you know. I f  I  was Uv, and I  did actually move back there fo r  a while when I  left my 
ex husband. "
It was felt that this mother, more so than the other dismissing adults, had a need to 
maintain an idealised and unsubstantiated version of her family as being close, and the 
interpersonal relationships as positive and benign. It appeared fi*om the existence of the 
many defensive strategies employed by the mother that any disruption to this vision 
would result in the exposure of unhappy memories. In particular, the strategy of 
denying her own reflective capacity was particularly evident when she was asked to 
comment on the possibility of negative experiences, i.e. feeling rejected or setbacks. As 
with other dismissing individuals, the focus was on what people do, with no 
examination of the mental states and psychological motivations that underlies 
behaviour; hence explanations were embedded in the external and observable, 
deflecting attention away firom a more personal analysis.
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Intergenerational links.
As with child 40, Child 1 found the Bartsch and Wellman false belief test more 
difficult; for the first test she was unable to provide a response, initially stating "cos 
he", and after the prompt merely adding "no". A fuller reply to test two indicated a fail 
result, with her response being "Not in there, not in there" and to the prompt - "Don't 
know." In contrast, no such problems were encountered with the Lewis and Osborne 
test and she was able to accurately predict the puppet's false belief with ease. As can be 
seen in table 22, the Harris perspective task was passed, but greater problems arose 
when the same skill was applied to the vignette format. As many of the children anger 
was not recognised when enacted in the vignette, and she was only accurate in one 
scenario where her stated reaction was the opposite to that portrayed by the puppet.
The SAT responses were quite a diverse mixture, ranging from withholding, self- 
reliance, anxiousness and a secure attachment style, and in contrast to her mother's AAI 
there was expression of vulnerability. Overall, particularly due to the anxiety pervading 
the narrative and the weaker responses for the self. Child 1 was categorised as insecure 
(See appendix VI).
It was noted in the observations of child 1 that there were overt and frequent difficulties 
during the separations, although when her mother was present she would invariably 
refrain from crying, and she maintained a fixed smile. A distinct delaying strategy was 
observable, whereby child 1 would insist that her mother escort her to the toilet on 
arrival prior to locating the name card. Following this, child 1 would appear happy to 
join her peers for circle time, but her smile appeared forced, and she did not greet, nor
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was she greeted by her peers. Notably, on the few observed occasions when she was 
tearful in her mother's presence, she would avert her face and body away as she was 
kissed. When sitting down she struggled to hold back the tears, smiling as she did so, 
and noticeably during these episodes no support or expression of concern were 
forthcoming from peers.
A distinguishing feature of child I's behaviour in the nursery were the protracted 
periods in which her distress and anxiety would remain visible throughout the session, 
over a period of up to nine days. During these episodes she was an isolated figure, 
wandering around the nursery aimlessly, whilst intermittently approaching the adults. 
Conversely, there were extended periods of time when she was cheerfiil and relaxed, 
although this did not lead to increased contact with peers or improved the quality of her 
play that tended to remain sporadic. On the few occasions that child 1 was seen in a 
group situation, her role was essentially passive, and she would follow her peers whilst 
repeating the phrases of other children. Overall, it was noted that contact was primarily 
confined to adults, and child 1 would approach, with a bright and fixed smile, and 
attempt to initiate a game. In addition, it appeared that child 1 became more demanding 
of the adults' time and attention towards the end of the observational period. In this 
respect she required considerable reassurance from the staff that she looked pretty, and 
she would parade around the adult in question, waiting for the affirmative. Similarly, 
there were several recorded incidents when child 1 disrupted the conversations and 
activities of a staff member and a child, inteijecting unrelated comments or asking a 
question repeatedly until she received some form response, whilst pointedly ignoring 
the other child. If she was requested to desist or wait, child 1 would smile brightly 
before departing.
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As discussed in the analysis of AAI 1, vulnerability and anxiety were defensively 
excluded from consciousness by a range of dismissing strategies that were evident in 
the discourse. Conversely, child 1 was able to address issues and concerns through the 
medium of pretend play. To illustrate, apparently mirroring the anxieties aroused by 
separations, in one episode she played the mother, whereas I was told to be the baby. 
The game consisted of a series of departures, with child 1 insisting that each time the 
"baby" had to cry; during the course of the enactment child 1 became visibly tearful, 
although she maintained a bright fixed smile.
To summarise, child I ’s displays of overt anxiety in relation to her mother, and 
difficulties with separations paralleled some of her responses to the SAT. It was 
additionally noted that although she did approach adults when she was visibly 
distressed, it appeared the comfort and reassurance did not assuage the melancholy. 
This was in contrast to AAI 1, where the mother seemed far more cut off from her 
feelings, presenting greater levels of defensiveness coupled with an image of self- 
reliance and invulnerability; this discrepancy apart, both mother and daughter were 
classified as dismissing and avoidant.
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2.7. AAI40 Child 40
AAIDsS R S F la 
Child - insecure
Family background.
Child 40’s parents were married, the father was in full time employment, and the 
mother was a housewife. Additionally, the grandfather (on the maternal side) lived in 
the family home. Child 40 was the youngest of two, with an elder sister.
AAI interview.
The Ds3 category does not defend so vigilantly against revealing the negative aspects 
of their interpersonal relationships; however, suggestions of unhappy memories or a 
lack of emotional support are consistently qualified and/or retracted. As with the 
previous case study, there was a continuity in the attachment status of the parent and 
the child, and there were clear similarities between the AAI narrative and the quality of 
the responses to the SAT.
The narrative was constrained by a lack of illustrative episodes, generalised and 
normative semantic overviews that replaced content, and an emphasis on family 
structure as a method of explaining behaviour.
"Yeah, I  th in k  um  /  was very close to my mum beins the only s ir l with three
brothers. Um....verv close um but it's just... .from what I  can remember, it was
quite havvv really. Um iust close really. like cos me and mv brother were
always in school together, in the same class, yeah, srew  uv together, and I  still see him 
which is nice. "
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Several aspects of the above text are salient; firstly, the assertion of a close family was 
not verified by an illustrative example, and secondly, the reference to her brother did 
not illuminate the nature of her relationship with her parents. Finally, it appeared from 
the mother's comments that closeness was defined in terms of physical proximity rather 
than emotional intimacy.
The adjectives provided offered little insight, and people were referred to in terms of 
their observable behaviour; for example, the elaboration of the descriptor of a “close” 
relationship to her mother consisted of the following;
"Well I  always used to I  think cos I  was the only sirl. um  I  always used to um, like
go out with her, um brothers didn't want to know, they were boys, used to play football 
I  ju s t used  to so  out with her everywhere, never used to leaye her side. I  used to dance. 
I  used to always....sort of....split them up, I  always had to be with my mum, you know. I  
was very. I  think I  was jealous o f  her.... .i f  anyone spoke to her, when I  was
little, no one could speak to me mum. I  think that it is what Y  (daughter - not
study child) srow ins uv ius. iust me. you know, it is like looking at me am in . Um 
which is weird. ..........."
The latter description was clearly framed in terms of the family structure, gender roles, 
and once more closeness appeared to be equated to physical proximity. The underlined 
statement when AAI 40 stated she was jealous of her mother could have been an 
innocent slip of the tongue, and refer to being jealous of other people dominating her 
mother's time; alternatively, it could reveal a glimpse of her real feelings. There was an 
indication that the mother recognised intergenerational patterns within families in her 
comments about her relationship with her own daughter. However, this issue was not 
was not sufficiently elaborated to see if once more the mother was merely referring to 
being in each others company, rather than focusing upon the quality of the relationship. 
The other two adjectives provided were more general descriptions of the mother's
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behaviour, with emphasis on the family structure.
For example, of strict;
"She is very strict, I  think where asiain I  was the only s ir l...2 row ins up with three
brothers um  when I  used to go out.....she always used to wait up um always
used to ask me where I  have been um I f  I  was in late. she used to go mad, er. I
think I t was really cos I  was the only 2 i r l ......................................um ye t she never done
it to any o f  my brothers. They could do what they like and I  couldn’t. "
Following this AAI 40 was unable to produce any more adjectives, and reverted to the 
normalised script of a close relationship, although a subtle glimpse of negativity was 
evident in the following excerpt.
"Um......................no not really, ju s t that um, um, I  mean, wh, whe, when she got ill
towards the end............... it was very sad. Um no but really iust close, I  think,
and um...I could always talk to her you know ...................e, even i f  she shouted at me I
could talk to her. um which is nice really. "
In a similar vein, the discussion of the relationship with her father was characterised by 
a marked lack of detail; once more negative aspects of the relationship were alluded to 
in her attempts to provide an episode to illustrate the adjective of "moody."
"Not so much with me iust in general, like things used to go wrong, he used
to swear. Never, never, I  can’t remember, I  don’t think he ever touched like, never
smacked us or, I  think he might have smacked us once or twice, but he’s never, like, 
that, sort, he ju s t used to shout (laugh) which is best I  suppose. ’’
The latter excerpt was slightly reminiscent of AAI 28. The quick denial of any form of 
physical punishment, followed here by an immediate qualification, whereas in AAI 28 
the truth emerged more slowly. As this type of punishment was not mentioned or 
alluded to in the relevant section of the interview, its reasonable to assume that it did
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not occur. Plausibly here, and in AAI 28, the immediate denial of the experience of 
corporal punishment could stem from the need to present and idealistic image of the 
family, thus even minor contradictions are initially quashed.
However, there was one example where the mother did not qualify the sense of sadness 
she felt due to her father's inability to be openly affectionate.
 "What upset me, I  think he never used to s a y , I  think it is going back, he never used
to say he loved me, you know and that did upset me, um  but I  don't, he ju s t  wasn't a
person, to show his affection. He used to show it in different sorts o f  wavs, buying me 
thinss. but he would never show it by saying, I  love you or things, like that which I  
think means, means a lot you know. "
On the whole, criticism was implied and/or was followed by some form of disclaimer, 
exemplified in the following description of being hurt as a child.
"I don't think I  have ever been. I've never broken anything, or been in a bad accident, 
but i f  I  fe ll  over. I  always remember one, when um, me dad was teaching me to ride a 
bike in the garden and I  must have been really young, and I  spent all day, ju s t going
round and round the garden . A nd um .............. I  fe ll  o, I  was fu ll  o f  bruises, and er, he
just, he lost his patience. Start o ff  all calm, he then end ju s t do it, do it ! (mock 
exasperated voice) And my mum, don't shout at her ! and they would sort o f  bicker, you  
know but, no. I .I  don't. I  don't, whenever I  hurt myself, they are always there, when I  
was little, when I  hurt myself."
Similarly, when she was threatened to be sent away as a form of control;
"Yeah, oh yeah (laugh) you'll go to borstal, and all o f  this, but only when we was 
bad.....it was soon forgotten really, when it went on, but um ............................. "
Finally, regarding her son, the mother's stated hopes of what he would leam from his 
childhood were purely materialistic.
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"I don't know, I  hope they, look back, and think it was happy, I  mean we take them on 
holiday, and we've so t a caravan, we try and so  away weekends. So they've not done, 
like, quite like...well off, not well o ff  in money, but well o ff  in ways o f  going places, so 
they are lucky really. "
The replies to the demand questions followed an identical pattern, in which 
relationships were defined in concrete or behaviouristic terms, and criticism was 
typically retracted.
Question: did you ever feel rejected as a child?
"Um................................yeah um ........... it's nothing really stands out..............only. No,
not really. I  think I  used to fee l. I  don't know. me dad rejected, cos he used to
play football with them and that. I  know it sounds silly, but you know I  did fe e l a bit
pushed out the, but then I  don't know, not nothin£ really, that sticks out in my
mind, but you know. "
The subject struggled to admit the negative, and yet simultaneously she appeared to be 
denying that she had felt rejected.
The use of the family structure to define relationships and to explain behaviour was 
detailed in her evaluations of how these childhood experiences had affected her as an 
adult. In this extract she further distanced herself firom the topic by discussing her 
fiiend's experience.
"I think where me dad never used to say like, I  love y  a....I always say it to my children
every day. you know cos I  think it don't cost anything and um  it makes me feel
better, I  think. Cos when I.....when I  talk to friends about it, it's exactly the same, they
never, their parents never used to say I  love you, or anything a n d  /  don't know I
think it is cos like my friend  is like one o f  13 children er and her mum and dad
ju s t didn't have time you know to do anything. "
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Setbacks were denied due to the provision of material goods.
........................... Um.....................no, no, no not really. I  think I  was lucky really,
cos um, me dad worked and 1 2 0 t quite a bit o f  whatever. I  didn’t really have to ask for 
it. I  was lucky. "
Hence, the provision of holidays and the like would mitigate against her children 
experiencing setbacks from their childhood experiences.
In regards to the death of her own mother, the subject was able to express sadness and 
loss, yet the descriptions seemed to concentrate on the external, and the focus was upon 
the absence of her mother at particular events such as birthdays. In response to the 
query as to whether the loss of her mother had affected the relationship with her 
children her reply was:
"Um............... /  don't think so because it would be different i f  they, they met
her. but they don't really, they didn't know her. "
"But. um...no. I  don't take it out on them, or I  don't, it's not affected me that way It's 
ius. iust sad, like thinss like Christmas and birthdays that's all I  mean by.....it was her
that sort o f  kept the fam ily together, you know I  don't think. /  think i f  she was still
alive, me brother's would be talking.....but because she is not, she is not kept them, like 
she used to keep everyone together but um. "
There was also no appraisal of the changes in her relationship with her mother until her 
death, (when the interviewee was an adult) denying the possibility of change.
................ "Like I  don't think, there's nothing really sticks out, that I  can say has
changed. "
On the same topic with her father;
"Um no I  think I  got close to me dad now, um I  think that is the only er good
thing, sounds horrible, but I  think that is the only good thing that has come out o f  it,
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that I  got closer to me dad. "
Notably, when asked to describe her relationship with him currently, the reply was:
"Um, well he lives here with us now"
A response that was consistent with her previous definitions of closeness being defined 
as physical proximity. Further, the elaboration of the changes in her father’s behaviour 
were circumstantial.
"Um.well I  fe lt. when mum died, like he ju s t lived here with us, but he's he's on
holiday at the moment. But yeah, we got a lot closer. A nd I  have seen him change like
through mv children, like he's so t more time for them  when I  suppose when I  was
a child, he was workins. didn't have time. "
Intergenerational links.
Child 40 performed well on the pre-school measures, although there was a lack of 
consistency between the results of the two theory of mind tasks (Table 23); the Lewis 
and Osborne test was passed easily, 40 accurately predicting the puppet's false belief. 
This level of reasoning was not transferred to the less demanding Bartsch and Wellman 
explanation format, and in this test he ascribed to the puppet his own knowledge and 
belief as to the contents of the boxes. Thus in test one, in reply to why Sooty was 
looking in the box - "Cos it is empty", and to the prompt "what does Sooty think" - 
"None in there". For the second test, again he replied that the puppet was looking there 
because it was empty, and to the prompt "what does Sooty think", he replied "It’s a 
crayon box". Possibly this could imply that the puppet thought there would be crayons 
inside as it was indeed a crayon box. However, in light of his first statement it was felt
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that the child was merely focusing on the external, i.e. that it was a crayon box, but he 
thought the puppet knew that it was empty. Perhaps, as with child 1, whose parents 
describe behaviour in terms of the external without consideration of mental states, this 
predisposition was internalised by their children. (However, child 28 was successful on 
this task). On the affective perspective tasks he passed Harris and achieved a 
reasonable score on the puppet vignettes, although the emotion of anger was not 
recognised. However, he was accurate in predicting the affective reaction of the puppet 
on two occasions when the expressed affect was in direct contrast to his own. His score 
was reduced by a failure to provide open feelings, such as saying "good" instead of 
"happy", or "bad" possibly instead of "sadness", a pattern that was additionally evident 
in the SAT (See appendix VI).
The observed separations of child 40 appeared uncomplicated, and it was evident that 
on arrival his focus was upon the staff and peers, without a backward glance towards 
his mother. Intermittently he appeared quiet and somewhat withdrawn, but for the 
majority of the time he could be seen smiling and conversing with his best friend 
during circle time. In addition, child 40 was a popular and confident child with both 
staff and peers, and he was willing to contribute and join in the singing games in the 
group sessions. When 40 was observed in small group activities he was equally capable 
of listening and concentrating on the task, but enjoyed and frequently initiated contact 
with staff and, to a lesser extent, with peers. His behaviour was far more boisterous 
when playing or working collaboratively with his best friend (child 39), and their play 
often escalated to a point where they were requested to refrain from such loud vocal 
outbursts.
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Although the friendship with child 39 was sustained throughout the observations, it 
was not exclusive, and child 40 was able to play well with other peers. It was noted that 
he was predisposed to play within groups, preferring activity, such as mock fights with 
figures and physical i.e. riding on bikes or football. However, as with many of the 
avoidant participants, the observed episodes of solitary play were short-lived and 
infrequent. In addition, he appeared to need adult supervision and attention when alone; 
for example, if he went to read a book, he would approach an adult and gain attention 
by showing them the pictures or asking questions.
The strategy of presenting toys or books to staff appeared to be his primary method of 
initiating contact, and it was noted that he did not approach an adult unless there was 
something concrete to focus upon. Crittenden (1995) noted this distinctive 
characteristic of the avoidant child, which ensures interaction, but the attention is 
deflected away from intimacy. In addition, 40 remained persistent when seeking 
attention, and he did not appear to be deterred if there was no response. For example, 
when a student was working with another child with play dough, child 40 drew near, 
leant over and started picking up pieces of the material, smiling brightly, and calling 
out "look, look!" several times. The student made no attempt to hide her annoyance and 
turned her back on him in an effort, it seemed, to block him out. This appeared to have 
no overt impact on child 40 who kept a bright smile in place whilst he selected a piece 
of the material, and proceeded to wander around the nursery showing the item to every 
adult present.
During the course of the observations of child 40 there was no visible fluctuation in the 
nature of his behaviour or the quality of his relationships. As with the other avoidant
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participants, his play was characterised by a flitting quality, which was to an extent 
stereotypical with little variation. It appeared that although this child was relatively 
confident and competent, the quality of his play and relationships and the content of his 
SAT confirmed the insecure attachment classification. Similarly, his mother's failure to 
fully disclose or evaluate negative experiences that were alluded to throughout the 
discourse revealed a similar pattern. On the attachment measures both parties were 
engaged in a process of denying invulnerability and presenting the self as self- 
sufficient. However, the failure to generate open emotions and constructive solutions 
(child 40) or the strategy of retracting and qualifying negativity and a lack of 
substantiating material to corroborate semantic overviews (mother), revealed the 
avoidant and dismissing strategies.
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2.8. AAI 34 Child 34
AAIDs3 R S F la 
Child - Secure
Family background.
The mother was a single parent divorced from child 34’s father with whom she had had 
two children, 34 and an elder son, and both children were in regular contact with their 
father. The mother had a boyfriend with whom she had just had another child, although 
they were not currently cohabitating. At weekends all three children stayed with the 
maternal grandparents.
AAI interview.
AAI 34's portrayal of her childhood experiences had many similarities with the latter 
case study; relationships were described in terms of family structure, external 
conditions and generalised descriptions that deflected away from the personal and 
specific to the normative and general. Her immediate response framed her childhood in 
sociological terms, highlighting the normality of her experiences, with a focus on 
behaviour, and concluded with a positive general description.
"Dad worked on the docks, which a lot o f  people did around A, er he was a shipwright, 
um, mum was a housewife, she didn't work in those days, s h e , she went back to work  
when I  was 13. In those days, it was, you know, they, the women staved at home, and  
that was it. But er..... no. it was. I  had a really sood uvbrinsins. really 2 0 od childhood, 
you know we went on holidays every year, we had holidays and um....sort o f  normal 
thins, not like now. M ost kids are brought uv like with iust one parent, aren't they, 
times are, times are so different. But, er, it was no, I  had a good, I  had a right sort 
o f . ..ordinary uvbrinsins.....vou know what I  mean, nothins nothins. "
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The quality of this response was replicated in the following description of her 
relationship with her parents as a young child.
"Er. used to get told o ff  every day, every, I  was spoilt rotten, spoilt rotten,
and o f  course when I  didn't want it, when I  couldn't have anything, that was it, used to
go into one. I  was like one thing they wouldn't let me ever have was a bike....never
let me have a bike cos o f  the roads, I  used to get the hump about that. Probably why I  
can't ride a bike now. But er the relationship with mum and dad, veah it was sood  it 
was er.....vrettv normal, vou know pretty normal, but er close, still close. Still close vou 
know. "
The mother's description seemed to be restricted to an elaboration of what she could 
not have, i.e. a bike, and a general semantic description, coupled with a marked 
absence of personal details. It appeared that the insistence of normality and closeness 
served to detract from the slightly negative comment at the beginning of the passage.
A striking feature of the narrative was the overt difficulties experienced by the mother 
in producing adjectives to describe her relationships; the few that were provided were 
not substantiated by discrete incidents to illustrate the description.
For example, the adjective "close";
"Um shopping every Saturday, used to go with her shopping every Saturday, fo o d
shopping. "
The only other way she was able to depict her relationship with her mother was by the 
following.
"She was the one I  know I  could um....trade on, you know what I  mean"
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Question: can you give me an example of that?
"Get away with things! Get me own way with her yeah. Yeah, she was the one I  used to 
argue with but now it is the other way round"
Following this, there were a few vague comments about her mother, but nothing of 
significance to illuminate the quality of the relationship. A similar pattern emerged 
when the focus was upon the father-daughter relationship, the only discrepancy being a 
hint of negativity. However, these suggestions were rapidly retracted, generalising the 
negative into a normal feature of everyday families, thus the personal element was lost; 
the suggestion of the discomfort aroused by the relationship was repressed.
"Oh he was miserable. No, I  mean obviously I  didn't see alot o f  me da, cos me dad was 
at work, all day, but er...yeah, there was, a little bit scared o f  me dad, I  know it sounds 
horrible, but vou. there's always one parent that vou are soin2  to be a bit er warv of. 
And it was me dad. Cos she used to threaten me with me dad, wait til he he gets
home..................................but er no................vou know me and me dad so t on well, we
still do"
In order to generate content, the mother was requested to provide an example of when 
she was in trouble with her father; the response revealed two significant features. 
Firstly, the mother contradicted her previous statement that she hardly ever saw her 
father, and secondly, the potential negative memory was replaced by a semantic 
account of an activity; the net result of this strategy was to deflect attention away firom 
the perceptible difficulties in the relationship.
"Oh er. I  don't know tell you things we used to do, my mum used to work
in the evenings, when I  was, this was when I  was in primary school, so I  was under 11, 
and I  used to go to speed way with him. "
In sum, AAI 34 only provided an insubstantial sketch of her early childhood, a
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distinctive characteristic of the dismissing adult.
With her own child she mentioned child 34’s display of personal strength (a dismissing 
trait) after a nasty accident as something to be encouraged;
"She fe ll  over in a pub garden, she uh, er she actually, cut, and, she had stitches, she 
was ju s t brilliant I You know what I  mean, she didn't, well she cried a little bit, but 
nothing like some kids that would ju s t scream the place down and wouldn't stop. A nd  
she's like, she'll ju s t go over her head. "
Her daughter's reaction was perceived by the mother to be a laudable attribute, and a 
primaiy characteristic of the women in her family spanning three generations; however, 
the theme was not elaborated and thus remained on a behavioural level.
"Yeah and she (grandmother) was one o f  these that was out and about on the buses 
every day, and you know she was one o f  them. We're all the same, mv mum's the same, 
mv mum works my dad can't work cos he had the stroke. I'm the same, I  had him I  was 
out the same day (referring to baby) he's ten weeks, we're all the same we se t uv and  
se t on with it. You know, but er veah. "
There were occasional examples in the narrative when the mother recognised that 
perspectives on the past are modified in adulthood, for example;
"But I  can see now, like from  an adult point o f  view...but when vou are a kid, all vou
can hear is shoutins and arsuins. veah....all you hear is your, all I  heard was my
dad's voice, and thinking it was dad's fau lt all the time. "
But in the main her understanding of relationships was confined to generalised 
statements, referring to situations, the impact of being the only child and gender as a 
method of understanding observable behaviour and relationships. The following 
extracts exemplify this strategy:
"Like I  say am only child, I  used to choose all the wrong friends, all through my life it
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has been a pattern o f  choosing the wrong men, chose the wrong friends. I t is a vattern 
and it all boils down to beins an only child vou know. "
This presentation of the self and relationships in terms of family composition and 
external forces was replicated in her responses to the demand questions. For example, 
not experiencing rejection as child due to the size of her family.
"No, there was nothing like that. Only from  friends, but not from  mum and dad"
"Not from  my nan and granddad, or any o f  my family. D ad only had one sister, mum, 
lo, my had fo u r  brother's and sisters, but she lost a couple you know. I, I've only got 
fo u r  cousins, you know, so we are really small, nothins like that. "
The concept of being an only child was utilised by AAI 34 as an all encompassing 
explanation to account for the person she was, and replaced the requested evaluation, 
for example;
"Only child thing.....um.... I  think you do tend to, you w a n t, you want people to be your  
friend, you do choose the wrong people. I'm very trusting. Um and you shouldn't be too 
trusting in this world. You shouldn't be, but I  am. Mum, that's how mum and dad  
brought me up. Mum and dad, brought me up to be open and honest, and I  have been 
like that all through my life, and unfortunately, it doesn't always work out. You know  
what I  mean, but er. "
Similarly, the mother's status as an only child was perceived to be the setback 
experienced in her childhood.
"Um, yes and no. Yeah, I'm mean I've got some really good friends now, I  can count on 
one hand, but then most people can count on one hand good friends, you know. But 
um, no, it's just, d iff and I've said to mv mum it's the only child thins. It's def. I  think 
that it is a handicap. You know I  really do. but er. it's probably why, like I  sav I've so t 
three children, and I  would have more but I  am getting old (laugh). "
In the above extract, friendships were de-personalised by discussing them as the norm, 
and there was nothing here that goes beyond common thinking. In addition, it was not 
clear why having good friends should be included in the consideration of setbacks, 
although it is feasibly a strategy to deflect attention away from her relationship with
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both parents. Similarly, no more insight was forthcoming when she was asked why she 
thought they behaved as they did whilst she was growing up;
"I dunno....my mum is very protective, she still is, you know she still is. Um I
dunno, like I s a y  I  can't really remember a lot about me dad, because he was always at 
work, I  mean we used to have sood holidays and s tu ff like that vou know, weekends, we 
used to so  every Sunday in the car....um...no there is nothing really outstanding, 
nothing really, it was good, it was good, you know, good childhood. "
The subject appeared to repudiate her ability to focus on the internal world, 
concentrating upon behaviour and reverting to blanket descriptions. Throughout the 
interview there was a great deal of "padding" in that the same information was
provided in response to a variety of questions, in conjunction with a high level of
repetition of the same phrases within answers. In sum, there may have been many 
words, but actually very little was said.
Finally, there was overt difficulty in reflecting back over her relationship with her 
parents, indicated by her response to this question.
"Um....................... I  dunno, in what way?"
Prompt: Well in any way you relate to each other, how you get on.
This provided the subject with guidance.
"Obviously I  keep alot more back from  my mum, as I've got older, cos I  don't want to
hurt her. In my relationships that is what I  am talking about, you but er. and my
dad, I  don't talk to me dad like I  talk to me mum, because you can't, dad's don't, well 
my dad is not like , the understanding type, he doesn't want to see me hurt, or anything
like that....um but you know I  keep a fe w  things back from  my mum, but my mum
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leans on me alot now. You know...like you do as a child, you know it is her turn to lean 
on me. "
This last statement did appear to be explicitly based upon an adult perspective 
regarding the dynamics of the relationship with her mother, and the transformed roles 
now she was no longer a child. However, the absence of any real detail to support her 
claim that she was able to lean on or confide in her mother, and no example of how she 
was supportive of her mother, sheds doubt on whether this statement had any real 
reflective qualities. In addition, the inability to respond to the original question and the 
prompt necessaiy for the mother to generate a reply indicated a degree of resistance, 
and suggested that these comments were more likely to be a generalised statement that 
could be applied to all parent-child relationships.
Intergenerational links.
Child 34 passed all the pre-school measures (Table 24) as did child 28, the daughter of 
another Ds3 parent, and 34 received a high score on the emotion perspective test. In the 
first Bartsch and Wellman test she explicitly mentioned the false belief of the puppet in 
her reply - "Thinks there are plaster in there"; although less elaborate she was again 
accurate for test two. The Lewis and Osborne version created no difficulties for child 
34, however, she did fail to acknowledge her own false belief in test one. As with the 
theory of mind tasks, the emotion perspective tasks were non-problematic; anger was 
the emotion not recognised when the scenarios were enacted, although she provided an 
emotion that was on the same side of positive-negative continuum.
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The SAT content was distinctive, and the child was classified as secure primarily based 
upon her responses for the hypothetical child; thus there was a lack of continuity 
between the parental and child attachment. In comparison to the pictured child, and 
more congruent with her mother's dismissing attachment, the self was depicted as far 
more self-reliant and she only expressed one vulnerable feeling for the mild separation 
of going to school. It was as if her mother's stated enthusiasm for a "get on with 
attitude", that she admired had been internalised by her daughter (See appendix VI).
Child 34’s behaviour in the nursery seemed to encapsulate a self-reliant and dismissing 
strategy that was more congruent with her mother’s attachment classification; in fact 34 
was a difficult child to fathom as she seemed to be holding herself back from peers and 
staff.
Separations usually took place out of vision as her mother dropped her off outside the 
nursery building; thus child 34 entered the nursery alone and found her name with 
some assistance from staff. Having completed this she would quietly move to sit down 
for circle time, still and subdued; although she would join in with the songs, there was 
a distinct impression that 34 was somewhat aloof from the proceedings. Towards the 
end of the observations, after the birth of her half brother, separations began to be more 
difficult; this was reflected in her response to SAT for the self and she was often tearful 
on arrival. During the observations of these episodes it was noted that although her 
mother was not unsympathetic or abrupt, she appeared to delegate responsibility to 
staff to provide comfort. Notably, 34 would accept physical affection, and yet there was 
a sense that this was tolerated more than welcomed, as she kept her body straight and 
averted from the adult. In addition, whilst 34 was the focus of study there were only
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two recorded occasions when she arrived looking positively cheerful.
During the observations of child 34 it was noted that there were no distinctive
characteristics in her general conduct or relationships in the nursery. She was seen to be
competent and self-organising, invariably engaged in some sort of activity and
generally kept herself amused throughout the session. However, there was this
continued impression of 34 being slightly removed and distant from the general activity
and a certain coolness in her dealings with peers. Child 34 was not obviously avoidant
of contact, or rejecting of approaches from other peers; in fact she was regularly part of
an activity, occasionally conversing with other children. Nonetheless, her focus
appeared to be upon the activity or materials rather than relationships, and there was
the sense that she was extremely self-sufficient. If part of a dyad, she was co-operative
and involved, but it was noted during these observed interactions that the responsibility
for sustaining the partnership was with her companion. To illustrate, a lengthy game of
"being mechanics" was entered into by child 34 and a hoy, and during this play
sequence both children acted out fixing the cars, using tools and so on. Child 34 was
certainly engrossed in the activity, yet throughout the game it was the boy who
attempted to engage her, calling out to 34, checking on the state of play, and "ringing"
her as part of the role play. It was clear that he ensured the personal contact, and it
seemed that if he stopped pursuing the joint activity, 34 would have continued the
game alone. In the above incident, the responses to her peer’s comments consisted of a
slight nod of the head, and a few directives; however, there was conspicuously no eye
contact or expression of positive affect by child 34. The impression was that they were
"playing together", but this was somewhat undermined by a lack of connection or
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mutuality.
At one point she was party to a degree of competition in performing the role of carer to 
the developmentally delayed child in the nursery. Normally this role was performed by 
child 36; thus a slight tension between 34 and the main "carer" materialised during the 
first circle time of the day, with 34 sitting close to the target child, holding her hand 
tightly, attempting to ensure her attention. However, as soon as the free play session 
commenced child 34 would move off immediately to entertain herself, almost 
abandoning the child who had been the focus of a subtle power struggle between 34 
and 36.
It was this style evident in the nursery that seemed to parallel her mother's attachment 
status and the mother's description of 34's "just get on with it " attitude was displayed 
in her daughter's behaviour within the nursery.
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2.9. AAI 11 Child 11
AAIDs3(F2) RSF3a 
Child - Insecure
Family background.
Child 11’s parents were married, her mother a housewife and the father was in full time 
employment. She was the younger of two girls.
AAI interview.
This interview was the most difficult conducted in terms of determining the attachment 
classification; AAI 11 was able to generate considerable detail which to an extent 
masked the underlying dismissing strategy. Initially, the mother was classified as 
E1/F4, although not with complete confidence, due to the inherent dismissing elements 
within the discourse. After discussion and re-analysis, the subject was reassigned as 
Ds3. There was an apparent struggle within the narrative to acknowledge the 
difficulties associated with the past, thus there were many examples when it appeared 
that the mother was on the verge of demonstrating a degree of reflection. However, 
ultimately this was retracted and statements were generalised with superficial, 
behavioural and external explanations.
The first introductory passage was clear and provided relevant details as to the 
composition of the family; in addition, there was the first indication of some the strains 
within the family unit, presented in this example firom the perspective of her elder 
sister.
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Of her mother’s extending her working hours,
“A nd  gradually she started to work more and more until she became fu ll time. So then
I  think in a wav mv elder sister felt she was left to brins us uv a little bit. A nd we
moved to C, and then   /  was there until I  left home and got married and moved
here. ”
The issue of her sister being left to care for the younger sisters was not dwelt upon, and 
the mother proceeded to recount factual details. As it stood, the underlined comment 
was reasonable, and indicated an ability to consider an alternate viewpoint on the 
situation. In hindsight, as the narrative unfolded it appeared that this reflected AAI 11 ’s 
feelings of a lack of emotional availability, which she was never able to fully articulate.
Similar to the other dismissing subjects, there were signs that closeness was defined in 
terms of physical proximity, not emotional intimacy and availability. The next example 
was embedded in a long passage providing factual information regarding her elder 
sister’s children, their ages, and explanations as to why it was difficult, logistically, for 
the family to gather together on a regular basis.
The following extract contained a key feature of the narrative, as there was a 
suggestion that the mother was about to develop a generalised summation into a more 
in depth analysis. In this example an examination of intergenerational patterns and the 
reasons why her children were not in contact with their grandparents on a regular basis.
“But we d idn’t really had that, maybe because I  didn ’t see my grandparents they
d o n ’t p lay such a big role, like my mum and dad in my children’s life like other 
people. ”
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However, the mother moved to an external explanation and described how proximity 
defined the relationship.
“yeah. A  lot o f  my friends say, like my m um ’s taking them out, so and so, I  think Oho! I  
should have stayed nearer to home (laugh) I  could have had baby-sitters! (laugh). ”
At this stage AAI 11 commented upon her mother’s wish to have her own life, stating 
that she felt that having brought up her own family she did not wish to be too involved 
with her grandchildren. This fact was reiterated several times throughout the course of 
the interview, which was interpreted as a continued absence of emotional intimacy.
“She, feel, s ’she has done her bit with her children, I  don ’t think she would be 
too  like extra involved, like some grandparents are. ’’
When describing her relationship with her parents as a child, the focus was firmly on 
action and behaviours, and the mother provided extensive details that deflected 
attention away from the relationship. Fundamentally, although a lot of information was 
imparted, this masked the fact that the mother was not really addressing the question. 
In this respect, when AAI 11 tried to describe the relationship with the adjective 
“close” the dysfluency increased and there was a sense of a struggle as the mother tried 
to find a supporting memory. In contrast, when the subject moved on to the safer 
ground of details, the coherency improved.
For example.
“ Um ............... yeah w e ’ve always, um, been close, even though we d o n ’t see, each
other so much now. But they were quite strict...um really I  think um. Cos my
dad worked on the buses and he used to do shift work. So like every morning he would  
have to get up at five  in the morning................ ”
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Notably, a contradiction emerged that was not acknowledged by the mother as she
attempted to produce adjectives to describe the relationship; thus it was unclear
whether AAI 11 was able to discuss personal issues with her mother or not.
“We did talk to each other about eveiythins, d idn ’t really hide
anvthins................... Like my mum was was never really one to really . sittins down
and havins b is  chats to when we was vounser. I f  we had any worries we could like 
both o f  them, but we was really brought up, um, not too talk too much... about your 
problem s”.
Complementing the pattern thus far, AAI 11’s relationship with her father was defined 
in terms of his working hours, a lack of money, and his reliance on tranquillisers.
“Um  /  think .probably the same as my mum, but he was always
working....he was more like the authority.....figure. ”
“um  he was on tranquillisers, anti depressants, for, depression............... he was
always into work, and we had to  be quiet at certain times, when he wanted to rest. ”
The discussion focusing upon the alteration in her father's personality following the end 
of his reliance upon medication did indicate an awareness of how the father-daughter 
relationship had suffered as a result.
“But at the time I  think he was too involved within himself, cos o f  the drugs you  know. ” 
“So like they masks his real personality”
However, the drugs were used as an all-encompassing explanation to justify her 
father’s behaviour, and thus the reported transformation concentrated upon observable 
changes, with no reference to their relationship.
“A nd  he got really involved, and he writes poetry, and art, and it was like, different 
dad  ”
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The episode used to confirm the description of loving was in fact not a happy memory.
“I  know he was always was  um he did used to give us little cuddles and I
remember we used to sit on his knee. I  remember things, like he used to take us to a lot 
o f  places, like the (unclear) um we used to go to the um Hyde Park. I  remember once, 
there are some photos, um you know the swans there, they pinch your bottom. I  still 
remember crvin2 . 1  remember that as a funnv thins..He was good, he did used to take
is, show us lots. There was that, not resentful.........................more like um .................. he
was dad, vou so t to do what he tells vou..
In contrast, the following extract commences with an acknowledgement of the 
ambivalent feelings aroused by the father’s conduct, although the evaluation was not 
elaborated.
"It was there, yeah, but I fe e l it was masked by a bit o f  resentment. Cos we all used to 
fe e l that he is not letting us do this and that, it was because o f  the drugs. ”
In terms of describing accidents that had occurred as a child, the mother seemed to 
relish the gory details, not necessarily a trait associated with the dismissing strategy. 
However, there was an absence of evidence suggesting that comfort or support were 
available, nor was there an indication of any feelings of anxiety aroused by the 
incidents.
“ Um I  remember um  I  was walking along this path that had a w all and a boy
was leaning over and was hitting (unclear) with a stick, and I  got behind him, and  
stabbed, and hit me nearly in the eye. I ’ve still got a scar now (laugh). A nd  I  remember 
I  went running in, blood pouring everywhere! A nd they had to take me straight to 
hospital. A nd there is all blood pouring out and  m um ’s so in s  mad (laush). I  had to get 
it stitched up and then...................”
In a similar incident her father’s physical presence was presented as an example of how 
he cared for his children, and notably, the AAI 11 did not delve into why her mother 
was not available.
3 6 1
“When they took the bandage off, and like a big line o f  poison came ou t my dad
was there, I  d o n ’t know why my mum didn ’t go ....but I  remember that. So it was, he did  
care for us. and looked after us but when he could. ”.
The responses to the demand questions followed a similar pattern, for example, the 
mother’s evaluation of feeling rejected consisted of;
" .............................Not really....! think um....going back as a
teenager............probably ju s t um ......not being allowed out, as I  said before you  can
see that as a type o f  rejection. But, um, not really, no basically, not feeling  rejection. ”
There was a hint of the negative during the mother's appraisal of her childhood 
experiences, followed by an extensive account of her plans for regulating her children's 
play and freedom in the future, thus the question posed was not addressed. Towards the 
end of the long monologue, some of the descriptions were distinctly dismissing.
“ M y mum d idn’t like friends coming over, I  think cos she d idn’t like the mess and  
aggravation. A n d !  don’t like it either, like they are always saying can so and so come 
after school. And I  always think ohhhh no! I  can Y be bothered! But I  do let them, but 
not too much. ”
This attitude was revealed later.
“A nd  they, they, might like draw twenty pictures a day, and they are always coming up 
and say. Oh do you like this? A nd  after the firs t 15 times, you don Y even want to look 
at it (laugh). But I  think, o h , I  have to say, oh yes its lovely (laugh) all the time ”
There was an overt dilemma as the mother attempted to reflect upon the adverse impact 
of her childhood, and it seemed as if she was engaged in a process trying to evaluate 
her past.
“Not really....the only thing  cos um ....I think it made me....can Y say really (unclear
comment) cos they did show us, but I  fe e l like in a w ay....! haven’t had a lot o f  
confidence, as I  have got older. And 1.1 try and think was that reallv a result o f  the wav
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I  was brou2 ht uv. and um. I  don ’t really think that it could be  but I  can Y think
o f  any other reason, why I  would be like this. But I  think that, it m ust been
something”.
However, following this AAI 11 reverted to discussing safer material, such as eating 
habits and her greater leniency with her own children.
A nd  I  always let them (unclear) and i f  they want something after, I  think oh I  must let 
them have it, otherwise they will grow up like me, couldn Y have that, so I  want more 
now. So they will end up being better, cos o f  what you have done to them. ”
The changes in her relationship with her parents from childhood to adulthood were 
framed within the context of the teenage years, and focused upon the restrictions 
imposed to regulate her freedom. Thus once more the mother proceeded to provide 
extensive details of how this had influenced her own attitudes, with a focus upon the 
external pressures of parenthood.
In regards to her children, there was a demonstration that the mother did recognise their 
individuality; for example, when she discussed how she felt about child 11 
commencing frill time education.
"She ju s t comes in....and Isay, oh darling tell me what you did today....she says. I 'll tell 
you later, I  want to watch cartoons. It's like she doesn't need me any more. Ah quite 
sad really (laugh) I  think K  was like that....I think they like to keep it to themselves fo r  a 
little bit. But when we pu t them to bed, that's normally when we have our little chat"
And there was evidence that child l l ’s absence was genuinely felt;
". I  went to R  last week and I  have always had her with me in the morning, and
she would say can we have our lunch at British Home Stores, and she knows the names 
o f  all the shops, and I  was thinking, oh where she gone, it's a bit lonely"
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Remarks about her elder daughter once more confirmed an awareness of the child's 
perspective and concerns.
 um she was going through a stage she fe lt  nobody liked her....she was saying....!
think she was having troubles at school.....and at the same time I  don't think she was 
getting a lot o f  attention from  us. A nd since I  have realised I  have to talk to her 
m ore.....if they have got any little worries...... "
The wishes for her child in the future also paralleled this emphasis.
“ I  would want her to fe e l confident, and a lot o f  s e lf  belief ....I  believe she could do 
anything she wanted to do, I  would really like her to have the confidence to fe e l that 
way. ”
It seemed that in terms of her children the mother was, to an extent, able to articulate 
some of the missing elements in the relationship with her parents. Nonetheless, there 
was a pervasive sense of a lack of emotional support that was alluded to throughout the 
narrative; and yet the mother was unable to disclose a sense of loss or admit to the 
negative impact this had on the self and the relationships.
Intergenerational links.
Child 11, as can be seen from Table 25, performed well on all the experimental 
measures, bar the Harris task, which was incongruent with her high score on the puppet 
vignette format. On the theory of mind tasks she was able to accurately explain and 
predict the puppet’s false belief, as seen in her responses to the Bartsch and Wellman 
test. For test one, her response to the prompt “what does Sooty think” was - "that there 
is plasters in there", correctly describing the puppet’s beliefs. In contrast to the other 
children presented here, child 11 was able to recognise anger in the vignettes, where
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the expressed emotion was the opposite of her own feeling state in the same context. 
This ability was further replicated in two other two scenarios where she was able to put 
aside her own stated reaction and recognise the affective state of the puppet. In this 
respect it was distinctive that this was not mirrored in the Harris test which required the 
same skill of putting aside her own feeling and acknowledge the toy's preference and 
associated feeling. Child ll 's  responses to the separation in the SAT were characterised 
by withholding and resistance, and in picture one, a failure to acknowledge the 
separation (See appendix VI).
Observations of child 11 were distinguished by her domination over a peer that 
appeared to personify a bully-victim relationship, and she was seen to exploit quite 
openly her partner’s passivity. Initially this pattern of behaviour was visible within a 
threesome, with child 22 and child 26, the latter being the target of l l ’s vivtimisation. 
During the early stages of the observations of this dyad the power imbalance was more 
subtle; for example, when the three were playing chase, 11 would insist on 26 chasing 
her, but if  26 signalled for this to be reciprocated, 11 would refuse, and proceeded to 
chase child 22. On several recorded occasions, 26, smiling, would make a move to run 
off, looking back at 11, as a sign for the chase game to commence. As she turned away, 
11 would re-enter the nursery, leaving 26 to find herself unexpectedly alone, and 
immediately attempted to relocate child 11. There was a pervading sense of anxiety in 
26's demeanour in relation t o l l  and 22, and she was often left in the situation of 
passively following the two other girls, with a distinct lack of mutuality predominating. 
Furthermore, there were several recorded episodes in which Child 11 seemed to use 
child 22 as a tool to make 26 uncomfortable and unwelcome. To illustrate, 22 was 
playing with some puzzles when 11, (26 trailing behind her), stood and watched her for
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several minutes. At this point, 22 turned, smiled at 11 and signalled for her to pass 
some pieces of the puzzle. Unusually, 11 was compliant and knelt next to her, bodies 
leaning into each other; 26 immediately imitated this action, but as she did, 11 
purposely turned her back and blocked 26's view and access, with a faint smile on her 
face. 22 directed 11 to pass more pieces and 11 accepted this subservient role. 
However, this was not maintained for long, and as 11 rose, 22 again gave her a big 
smile and mentioned that she could not complete the puzzle alone (incidentally, as 11 
rose, so did 26). Child 11 took on a tutoring role, and both girls laughed and continued 
to collaborate. This left 26 to drop to her knees again, trying to move closer, but once 
more access was denied by 11, who was aware of her attempts to be involved. Child 26 
by this time was looking hurt, and announced in an over-bright voice that she was 
going to work on a puzzle by herself. Not looking up, 11 repeated this statement in a 
sing-song mocking voice, and then looked straight up at 26, whose expression revealed 
hurt and upset; 11 held her gaze, then looked back at 22, and both smiled at each other.
By the mid-point of the data collection 22 was no longer a regular partner, and it was in 
this period that ll 's  exploitation and cruelty towards 26 became more blatant. The 
following incidents illuminate the nature of the relationship. Child 11 approached me 
during the free play session and began to impart information about her pets, and as she 
was engaging in this conversation 26 approached from behind and gently touched her 
shoulder. Child 11 literally flinched and moved her body, a gesture that was not lost on 
child 26, who dropped her head and looked tearful. 26 persevered and suggested that 
they go into the garden; however, in response 11 shook her head and turned away, 
deliberately averting her face to avoid looking at 26, who obediently followed. Child 
11 appeared to be fully conscious of the control she exerted, as witnessed by her smile
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of anticipation whenever 26 was part of a singing game at circle time, as she waited in 
the knowledge that she would be selected by 26 to take part (a point that was 
corroborated by the staff). It was observed that this loyalty was not reciprocated by 11, 
for whenever 26 showed any signs of unhappiness at the beginning of the nursery 
session, she would pointedly ignore her friend. There were several recorded incidents 
when child 26 was sitting next to her quietly crying, but 11 did not glance in her 
direction.
Towards the latter part of the observations of this partnership 11 seemed to take delight 
in deceiving 26 as to her intentions. This was recorded on a variety of occasions, for 
example, child 11 made a concerted display of starting to draw when seated at an art 
table, selecting paper and crayons. Naturally child 26 joined her and asked 11 to pass 
her the crayons in a container next to her; without glancing up, 11 shook her head, 
forcing 26 to move around the table to collect the desired items. Out of the comer of 
her eye, she monitored child 26's movements, and as soon as she commenced drawing, 
11 immediately terminated the activity and departed. 26 remained seated with a 
bewildered expression, but quickly followed 11. A synonymous pattern was observed 
over a protracted period of time in the outside play area. In this sequence, as soon as 26 
joined 11 on an activity, observed by child 11 out of the comer of her eye, she 
instantaneously vacated the area with a backward glance, smiling to herself Another 
incident involved 11 pointing to a chair, directing 26 to sit down; smiling nervously, 26 
complied, but she appeared anxious and unsure. As soon as she sat, 11 smiled and ran 
off, and with an over-bright laugh 26 immediately ran after her.
The power that 11 exerted over 26 ended at the close of the observation period, much
3 6 7
to child ll 's  disbelief and surprise. As she sat outside playing with building materials, 
child 26 walked outside, and 11 smiled, assuming that 26 would continue with her 
subservient role and join her at the table; unexpectedly, 26 smiled, but she proceeded to 
pass by 11 and move to another area. Child 11 appeared disconcerted, and called out 
her name; yet in response, 26 turned and waved, and began to engage another peer. 
Child 11 returned to her game, chatting to me, but her surprise and some annoyance 
were clearly visible. Some time later 11 saw child 26 running around outside playing 
with her new companion; on this occasion the roles were reversed, as child 11 tagged 
along, trying to gain child 26's attention. In fact, child 11 even wiped a bit of water off 
the bottom of the slide so 26 could descend. The final indication that 26 had decided to 
end the partnership occurred during circle time, when 26 participated in a singing 
game. 11 smiled, and waited to be selected by 26; when this did not materialise, 11 was 
visibly disconcerted. The dyad was now disbanded, and yet it seemed as if child 11 had 
in a sense "won" as her relationships with other children continued to be positive (as 
they had been throughout the course of the observations). In contrast, child 26 tended 
to appear lost and was noticeably more anxious and tearful at the commencement of 
the session, and she was unable to form alternative fiiendships with peers.
It was the coolness and detachment of 11 as she controlled child 26, and her amicable 
and mutual relationship with other peers, which indicated that it was not an ambivalent 
strategy. Considering the way in which 11 knew how to manipulate and deliberately 
deceive her companion, it is perhaps not surprising that she succeeded on the theory of 
mind tasks. An additional contributory factor that could be relevant was her mother’s 
ability to consider her children’s separate needs and perspectives during the latter 
stages of the AAI narrative. Finally, the role of the victimiser that child 11 assumed in
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the relationship with 26 is congruent with attachment literature (Troy and Sroufe, 
1987). Furthermore, it has been noted in the research literature examining the causes 
and consequences of bullying, that victimisers are adept at detecting and exploiting the 
weaknesses of the targeted child. In this respect, bullies have been attributed with “cold 
coginitions”, hence they are able to utilise a theory of mind to achieve antisocial goals 
(Sutton et al. 1999). It seems plausible that these identified processes were a 
contributory factor in l l ’s conduct; in addition such a perspective compliments the 
prediction that the avoidant child is inherently predisposed towards cognition at the 
expense of affect, or in this case, empathy for child 26.
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3. Discussion.
The analysis of the observational results offers additional illustrative detail that is 
seen to complement the quantitative aspect of the research. In particular, this 
material illuminated the distinct characteristics of the inconsistent secures and 
revealed the differences between the secure and avoidant children which was not 
immediately apparent in terms of each groups test performance. It was the subtle 
discrepancies between these two attachment categories' behaviour and relationships 
within the nursery context that appeared to reflect the avoidant children's marginally 
lower pass rate on the false belief measures. In addition, the ambivalent children's 
behaviour in the nursery, specifically the theme imposing the self on any given 
person or situation paralleled their significantly poorer performance across the 
experimental measures. The discussion will focus on each attachment category in 
detail, drawing attention to the key themes that were highlighted during the 
preliminary review of the results presented in the previous section. Finally, the case 
studies provide the opportunity to examine in a holistic manner the relationships 
between the quantitative and qualitative aspects of the research.
a. The quality and nature of secure and inconsistent secure children's relationships 
and behaviour within a naturalistic setting.
For the majority of children within the secure category, their attachment 
classification, behaviour and success on the experimental tests confirmed the 
hypothesis. Observational material verified the ability of the secure child to engage 
in independent and self-directed activity, using all available resources to maximise
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learning and creativity. It appeared that these children were performing close to their 
optimal capacity in all areas, encompassing social, emotional and cognitive 
development. The evidence suggests that the IWM does indeed act as a prototype for 
future relationships (Bowlby, 1973; Troy and Sroufe, 1987; Cassidy et al. 1996), and 
it is suggested for this group the representation is in essence mentalisitic. Hence a 
large proportion of the secure children were consistently seen to employ a strategy of 
actively using the environment as a learning resource for mastering new skills 
(Matas et al. 1978; Belsky et al. 1984; Crowell and Feldman, 1988,1989; Frankel 
and Bates, 1990; Fagot et al. 1996). Reciprocity, co-operation and mutuality typified 
the patterns of interaction in the secure dyads (an exemplar of Bowlby's 
conceptualisation of the goal directed partnership), leading to positive peer 
relationships. In addition, there were indications that many children were able to re­
direct potential disputes and conflicts, ensuring a degree of harmony and co­
operation (for example, children 31,16 and 4). Notably, secure children (children 48 
and 33) drew upon their superior levels of social skills to enhance the quality of two 
insecure peers’ relationships and participation in the nursery. It is suggested that 
these patterns of behaviour are founded upon the recognition of alternate 
perspectives and is manifested in the capacity to form reciprocal relationships.
Indeed, the flexibility that characterised the secure children's behaviour could be 
based upon the open communication between the memory systems, hence the 
capacity to integrate new information and formulate new strategies of dealing with 
inter-personal relationships.
Pretend play is another arena where “mind reading” skills are facilitated, particularly
when it involves a partnership that elaborates the complexity of the pretend
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sequences. It is proposed that this form of pretence facilitates role taking and joint 
planning, be it with a parent, an adult, peer or sibling (Slade, 1987; Meins & Russell, 
1997; Astington & Jenkins, 1995; Pemer et al. 1994 respectively). As detailed 
previously, it was apparent that the majority of secure children did engage in more 
sophisticated and extended bouts of pretend play, involving peers and incorporating 
fantasy figures or action roles. For example, amongst the pretend sequences 
observed included convoluted plots to capture burglars, “expert” medical care 
provided for ailing patients, nurturing and caring for “babies”, and numerous 
expeditions to various locations. Importantly, although not exclusively, the pretend 
sequences involved collaboration with peers and tended not to be confined to a 
solitary re-play of functional activities that was apparent particularly in the avoidant 
group. Thus there was a sharing of ideas, plans and an active participation if  both the 
children were securely attached. In contrast, if  paired with an insecure peer, it was 
often the secure child who would coax their partner into developing a more complex 
pretend reality. The manner in which the created pretend worlds differentiated 
between the three attachment groups indicates this form of play is particularly salient 
construct in order to examine the relationship between attachment status and theory 
of mind development.
In addition, the aforementioned quality of inter-personal relationships enjoyed by
secure attention revealed a propensity to form intimate and close partnerships, where
the focus appeared to be person-centred. Similarly, child 31 and 52, for example, felt
confident in sharing their felt distress and anxiety with members of staff, suggesting
an acknowledgement of their internal worlds and the security to share the affective
state with others when vulnerable. Conversely, it was observed that avoidant
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children often failed to display any affective expression during conflict, whereas 
ambivalent children tended to angrily project blame on to others. Both these latter 
patterns will be discussed later, but it is proposed that focusing upon the way in 
which children express (or not) their affective state is an area to explore further. The 
strategies employed by children in order to communicate internal states could be 
revealing as to how children view the relationship between the external and the 
internal, and the expectations they have of the response of others to this highly 
salient material.
The above findings begs the question as to what were the distinctive features of the 
inconsistent secures that could plausibly explain their unexpected poor pass rate on 
the theory of mind tests. Firstly, the attachment measure itself could be a 
confounding element, as the SAT is essentially a projective rather than a direct 
measure of the attachment relationship. Therefore these children could have had 
access to a secure model of relationships from another adult that might have been 
integrated into their responses to the separations depicted in the pictures. To assess 
the unique quality of a specific relationship of this age group a behavioural measure 
such as the PAA (Crittenden, 1995) could have provided a more accurate attachment 
classification. It was clear from the observations and from comments made by staff 
that grandparents, family members and other adults cared for many of these children 
on a regular basis. These significant relationships possibly offered an alternative 
prototype and may have been infused into the children’s replies to the SAT.
The role of fathers and alternative caregivers can not be underestimated in terms of
the potential buffering effect this key relationship has for children (Lamb et al. 1982;
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Easterbrooks and Goldberg, 1990; Fonagy et al. 1994; Cassidy et al. 1996). The 
influence of a disparate prototype of relationships may have accounted for the secure 
classification, however, without the experience of the accurate mirroring of internal 
states during infancy, a future theory of mind could have been restricted. A useful 
example is child 18, described in detail in the results chapter; separations fi*om his 
mother were characteristic of an angry, ambivalent child, where both parent and 
child were observed deploying false cognitions to deceive each other as to their real 
intentions. Affect was heightened and the child’s attitude towards his mother was 
hostile and rejecting, and yet his mother appeared unable to “let go” , which 
consequently exacerbated the situation with both parties becoming embroiled in 
conflict. As reported, child 18's behaviour with other adults was co-operative and 
engaging; he was keen and clearly enjoyed positive interactions and the experience 
of collaborating with a partner. This latter style was akin to his responses to the 
SAT; replies to the separations depicted were emotionally open, and he was able to 
articulate reasonable justifications for his stated affective state and generate 
constructive solutions. Importantly, his father was mentioned in a severe separation, 
but not his mother; this was mirrored in child 18’s conduct on the few occasions his 
father brought him to the nursery when he was impeccably well behaved. As has 
been noted, these extensive observations provided illuminating details and offered 
interesting clues to explain this phenomenon. Indeed the significance of this 
information does highlight the value of having multiple measures; without 
observational material the failure on the false belief tests of these children would 
have been difficult to assess. Experimental assessments do reveal the level of 
functioning for theory of mind understanding or attachment status, but clearly in
terms of these results alone critical information was not forthcoming.
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The nature of the interpersonal difficulties faced by these children within the nursery
were significant, and whether it was their behaviour during separations from their
mothers or with peers and staff (or a combination of these factors), they all provided
insight into the poor false belief test performance. It has been suggested that the
secure child has the natural predisposition to be open to new relationships,
(confirmed by empirical research), characterised by mutuality and co-operation. The
observations of the inconsistent secure children indicated their relationships were of
a notably poorer quality, and significantly, bar one child, there was a bias towards an
ambivalent style of interaction. A milder version of the ambivalent strategy
epitomised by child 18 was displayed by child 14’s separations with her mother, as
clingy resistance typified the behaviour of this child. During observations of these
separations, the mother invariably required assistance from staff, and would offer her
child a promise of a gift in return for her compliance. The child’s vocal expressions
and behaviour suggested distress, yet this was contradicted by her smiling, but
averted, face. Three of the inconsistent secures were typically socially isolated from
peers, and in the case of child 17, overtly unpopular with peers and staff. In contrast,
child 53 did not display an ambivalent style of behaviour, but his distance from the
social milieu was as equally pronounced. When he was the focus of study he seemed
content to be vicariously part of the nursery life by enjoying others' pleasure from
the periphery. There was no passivity and helplessness in his conduct, as there was
with child 43, or antagonism, as with child 17, yet this detachment may have limited
his capacity to profit from the valuable learning resource of peers. The helpless
conduct of child 43 similarly kept her distanced from engaging actively with her
peers or with staff; observations indicated that child 43 was liable to wander around
the nursery without occupation, interspersed with fleeting bouts of solitary play. In
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addition, during both circle and small group time she was discemibly easily 
distracted, inattentive and failed to contribute to the proceedings. As with child 53, 
she seemed to derive genuine pleasure from observing other children’s gaiety, yet 
she was not seen to initiate contact. If turn taking, role sharing, teasing and joking 
are part of the process from which children learn to develop a theory of mind, these 
children were surely disadvantaged.
The inconsistent secure children might have been restricted in their ability to benefit 
from the social experiences seen to foster mind reading skills. The research that has 
investigated the social processes integral to the development of a theory of mind 
have focused upon the sibling relationship and family discussions of emotions and 
causality as contributory factors in the facilitation of false belief understanding 
(Azmitia & Hesser, 1993; Denham, 1986; Brown & Dunn, 1991; Brown & Dunn, 
1996; Dunn et al. 1991a & 1991b; Dunn & Brown, 1994; Denham et al. 1994;
Pemer et al. 1994; Denham & Auerbach, 1995; Jenkins & Astington, 1995; Lewis et 
al. 1996). It is acknowledged that a positive sibling relationship does have a unique 
and intimate quality that is distinct from, and not replicated by, peer friendships. 
However, it is feasible that mutual and co-operative peer relationships, may, even if 
to a lesser extent, foster an awareness of the perspectives of others. When the 
investigation has been expanded beyond the family unit, similar findings reported by 
the above studies have been forthcoming; for example, the connected 
communication between friends (defined as turn-taking, reciprocal talk) was 
associated with success on false belief and perspective taking tests (Slomkowski & 
Dunn, 1996). In addition, Lewis et al. (19960 advanced an apprenticeship model, and
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the number of relationships with adults and children was found to be associated with 
improved performance on false belief tests.
Child 46, as part of the case studies, presented an opportunity to assess possible 
intergenerational patterns that could shed light on his poorer than expected test 
performance. His recorded behaviour within the nursery during the first half of the 
observational period was characterised by a desire to denigrate and humiliate peers. 
He had a reputation amongst the staff of being an unpleasant child, who would 
deliberately and consistently draw attention to others’ faults. Whilst doing so he 
would appear to have no concern or awareness as to the impact this had on the 
subject of his criticism. During these observed episodes it was child 46's behaviour, 
and not his “victim”, that was the focus of the staffs' annoyance, and yet 46 appeared 
to be oblivious of the true state of affairs. During free play periods he was not 
overtly unpopular with peers, yet whenever child 46 commenced one of his verbal 
assaults directed towards another child, there was a clear sense of disapproval from 
peers; this was evident in the silence that ensued, with no other child colluding by 
laughing, giggling or inteqecting similar comments.
The mother of child 46 was classified as secure with an average RSF rating
(although this capacity was revealed intermittently throughout the interview). As
described in the analysis, there was a theme of continued preoccupation with her past
relationships and a bias towards a preoccupied classification. Her resentment
towards her mother, although acknowledged, was marked by the presentation of the
self in a favourable and self-enhancing light. This pattern was additionally illustrated
by her anxiety and an explicit tendency to draw attention to her child’s (and her own)
377
needs with staff. Plausibly, it could be that children with parents who have a skew 
towards a preoccupied attachment strategy, even though ultimately secure, may face 
greater difficulties with the cognitive theory of mind tests. With a test measurement 
such as the PAA that differentiates between the subgroups of each attachment 
category, greater clarification could have been found. The description of the secure 
B4 subgroup identified by Crittenden (1995) may have best fitted child 46; secure 
children in this subgroup exhibit strains of the ambivalent pattern through signs 
either of anger or fearfulness or helplessness directed towards the caregiver. 
Plausibly, the B4 attachment classification could represent a portion of the identified 
inconsistent secures. It could be this very tendency to focus on the self, exaggerate 
affect and abandon cognition, associated with an ambivalent attachment, that was 
impinging upon their ability to recognise false belief.
Child 2 was additionally noted for his tendency to impose himself on the situation at 
the expense of peers. As with child 46, this latter characteristic was prominent in the 
company of adults, when his behaviour suggested an almost compulsory need to 
draw attention to his sense of perceived superiority. During the observations of these 
frequent episodes, child 2's presence and demeanour was considered by staff to be 
overbearing and pompous. Furthermore, he was visibly dissatisfied if  other children 
were given the opportunity to shine and he exhibited an inability to find pleasure in 
their successes. His conduct within the nursery was reminiscent of the high powered 
strategies identified by attachment research, for example attention seeking and self­
orientation at the expense of others (Booth et al. 1991; Rose-Krasnor, 1996) 
However, he remained popular with his peers and other children were apparently
willing to let child 2 dominate proceedings. Although the content of child 2’s replies
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to the SAT warranted a secure classification, his actual behaviour during the 
procedure was distinctive. It comprised of child 2 making unusual utterances and 
sounds when responding; this behaviour did not actually disrupt the task, but could 
be considered a sign of mild resistance, a tactic usually demonstrated by ambivalent 
children (Shouldice and Stevenson-Hinde, 1992).
To conclude, it is difficult to definitively explain the emergence of the inconsistent 
group. Their secure classification in terms of the SAT did appear incongruent with 
theoretical expectations and indeed their actual behaviour within the nursery. The 
observational material clearly indicated that these children displayed an array of 
interpersonal difficulties that are normally characteristic of insecure attachment. The 
separations of child 18 and child 14 (to a lesser extent) revealed an ambivalent 
pattern, alternatively the visible isolation, peer rejection and the failure to engage 
proactively with others exhibited by the inconsistent secures could have feasibly 
hindered learning opportunities available to these children in the nursery. However, 
it is possible that there was a secure model available to these children, even if it did 
not foster theory of mind understanding. As noted in chapter one, attachment theory 
is not deterministic, and lawful discontinuity is acknowledged (Belsky and 
Nezworski, 1988). Therefore, one feasible explanation of these results could be that 
the primary caregiver's attachment classification might have changed. Alternatively, 
children with a F5 or F4 parent (secure but preoccupied) and a corresponding B4 
attachment classification themselves (secure but angry/ fearful/ helpless) may find 
the cognitive false belief test more perplexing. Unfortunately, without the AAI 
interviews of the parents of this group and a larger sample, these suggestions can not 
be confirmed.
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b. The quality and nature of ambivalent children's relationships and behaviour within 
a naturalistic setting.
The literature review established that the ambivalent child has potentially a more
adverse set of circumstances to contend with in comparison to their avoidant and
secure counterparts in terms of developing a theory of mind. In studies that
differentiated between the two insecure categories, it was apparent that an
ambivalent attachment history predicted poorer levels of functioning in a number of
developmental domains. The interference of the infant’s and child’s independent
exploration, hindering autonomy and learning opportunities and redirecting attention
back to the relationship, have been key features of the research findings. Typically
mothers of ambivalent infants have been described as intrusive and inconsistent (for
example; Ainsworth et al. 1978; Miyake et al. 1985; Spieker and Booth, 1988;
Isabella & Belsky, 1991; Isabella, 1993; Leyendecker, 1997). This is coupled with a
tendency to treat the child as younger than their chronological age (George and
Solomon, 1989), which serves to maintain the parent’s own insecurities and
representation of attachment (Cassidy and Berlin 1994). These factors keep the child
in a state of dependency, hypervigilant and anxious (Moss et al. 1996), and such a
frame of mind is unlikely to facilitate exploration and learning (Matas et al. 1978).
Indeed, this latter point was a key theme in the observed behaviour of many of the
ambivalent children within the nursery. The evidence does indeed support the
contention that the ambivalent child with this type of experiential background fares
worse than avoidant and secure peers. Belsky et al. (1984) Crowell and Feldman
(1988,1989) and Fagot et al. (1996) all reported that the ambivalent child performs
well below their actual potential during free play and on structured task situations,
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the net result being a negative impact upon the child’s cognitive development. In 
addition, the conflicted coercive behaviour coupled with high levels of negative 
affect of ambivalent children whilst engaged on task or with peers, was reflected in 
the conduct of the ambivalent children in the nursery.
Importantly, the behaviour of the ambivalent children within the nursery was 
distinctive and, as a group, they were least able to benefit from or use the available 
resources (as Belsky et al. 1984 noted). Observational material was particularly 
relevant for purpose of identifying the passive/helpless (C2) ambivalent child and 
distinguishing this strategy from that of the avoidant (defended A l) child. It was 
hypothesised that potentially both these distinct attachment categories may have 
found it difficult to provide responses to the separations depicted in the SAT; 
however, it is suggested that the underlying cause is radically different. For the 
ambivalent passive/helpless child, the antecedent is the fundamental failure to take 
responsibility for the self or the relationship. In the separation and reunion episodes 
of the SSn, both in infancy and during the pre-school period (Ainsworth et al. 1978; 
Crittenden, 1995), these children exhibit an inability to self organise, or perform 
activities that are well within their capabilities whilst in the presence of the 
caregiver. It was notable that this feigned helpless behaviour was a principal 
characteristic of the identified C2 ambivalent children in the nursery. The negative 
outcome of this adaptive strategy in the context of the caregiver-child dyad is the 
failure to develop effective age appropriate coping skills. It was considered feasible 
that a failure to provide an adequate reply to the SAT pictures could be equivalent to 
this behavioural manifestation, as stated, reflected in their purposefully helpless
conduct and a lack of autonomy observed in the nursery.
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As stated, the quality of the children's pretend play was seen to be highly significant, 
and in terms of theory of mind development it provides children with an opportunity 
to entertain conflicting realties. In this respect, the pretend play that children 25 and 
15 engaged in did not seem to incorporate these elements, and it had a distinctly 
functional and stereotypical quality. Ostensibly, they were both engaging in fantasy 
play for the vast majority of the free play sessions; yet on closer inspection it was 
clear that their activities never varied or developed significantly over the entire 
observational period. One of the hallmarks of the secure child’s pretend play is the 
capacity to expand and elaborate the level of complexity by playing with a partner 
(Slade, 1987; Meins and Russell, 1997). Observations of children 21 and 32 
suggested they were unable to enter into the hypothetical mode, even when 
encouraged by peers. In contrast, secure children were observed to actively 
encourage collaboration, proffering ideas, developing themes and the plot by 
integrating the suggestions of others. Finally, child 49 represented almost a prototype 
of all the characteristics described in the literature of the helpless/passive ambivalent 
child (Matas et al. 1978; Cassidy and Berlin, 1994; Crittenden and Claussen, 1994). 
Over the course of the observations of this child over the 6 month period she did not 
appear to initiate any activity, either whilst alone or with peers, displaying a lack of 
autonomy and purpose.
Overall, the relationships of the ambivalent children, to varying degrees, indicated an
inability to accommodate and compromise, characterised by the high powered
strategies discussed in chapter one (Booth et al. 1991; Rose-Krasnor, 1996); the clear
impression given was that the underlying intent and motivation of their behaviour
was to impose their will on each situation and/or person. In terms of the relationship
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with their caregivers, such a strategy is adaptive as it enforces some form of 
predictability and control over an inconsistent parent. Yet, when transferred to peer 
relationships the result is counterproductive, in that it negates the formation of 
mutually beneficial relationships and severely restricts learning opportunities. 
Cassidy et al.'s (1996) research is particularly pertinent in this respect, as the authors 
demonstrated that the IWM of the insecure child does colour the child’s perception 
of their peer relationships. The expectations the ambivalent child has of others is 
essentially negative and, crucially for a theory of mind, leaves them unable to find 
meaning in the behaviour (or explanations given for behaviour) of others. Even with 
disconfirming evidence available (as was in the case of the children in this nursery) it 
is this bias that directs how future interpersonal relationships are perceived, 
interpreted and understood.
As discussed earlier, theory of mind research has indicated that siblings are a
valuable source of information in providing opportunities to discover differing
perspectives, which has been linked to earlier understanding of false belief. (Azmitia
and Hesser, 1993; Pemer et al. 1994; Jenkins and Astington, 1995; Lewis et al.
1996). For children attending nurseries it seems highly probable that peer
relationships could perform a similar function. For the ambivalent child in particular,
the poor quality of, or in several cases, non-existent peer relationships, could have
impeded their ability to take advantage of these favourable circumstances. The
insecure attachment relationship can be viewed as impinging upon theory of mind
development in two ways; firstly by distorting the mirroring process of the child’s
internal states, and secondly, due to the poorer quality of peer relationships, the
insecure child is “closed” to recognising the perspectives of others. The secure child,
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in contrast, has developed a solid foundation for the development of a theory of mind 
established during the formation of the IWM. Contained within the secure child's 
IWM is the perception of the self as a thinking, feeling and autonomous being. A 
positive orientation towards others allows these secure children to fully realise the 
potential of positive peer relationships. In comparing the observational material of 
secure versus ambivalent children there was a clear disparity in the nature and the 
quality of their experiences of relationships. It was apparent that for the ambivalent 
child interpersonal relationships, the type of play and the resources utilised remained 
static and consistent, showing little variation across the observations. In contrast, the 
secure children were characterised by movement and change and it was possible to 
see these young children developing and actively benefiting from their experiences 
within the nursery.
Furthermore, these interpretations complement the conceptualisation of the
ambivalent strategy as operating under a mind to world directional fit, and was
illustrated by the manner in which inter-personal relationships were conducted, and,
in particular, how in times of conflict, these children responded. A clear theme that
arose was the projection of anger and blame in situations where the child's desire
was thwarted, whether with peers or with members of staff. In addition, it seems to
reflect the ambivalent child's understanding of the underlying motivations of
behaviour, primarily the strategy of enforcing the selfs perspective on reality.
Therefore, ambivalent children would actively challenge staff if a request had the net
result of impeding their actions or if attention was drawn to the negative impact their
behaviour had on others. It was almost as if the ambivalent child was engaged in a
strategy of actively rejecting and denying the evidence of alternate versions of
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realities and the perspectives of others. Plausibly, as described, it is the inability to 
find any meaning in the behaviour of their caregiver, the focus on affect that restricts 
"thinking" and the contradictory semantic messages that are important underlying 
factors. Based upon the interactional history of the ambivalent child there is little to 
be gained from trying to make sense of or predicting the behaviour of others and to 
consider the impact of the selfs behaviour on others. Such and understanding of the 
self and others would appear to naturally result in the frequently observed self 
centred behaviours that was a characteristic of this attachment group. The more 
harmonious relationships and experiences of the ambivalent children did appear to 
emerge in conditions where the partners were willing to accommodate to the child's 
wishes. Thus, although the ambivalent child would share aspects of their internal 
worlds with others they appeared to be in the form of a statement, often negative, 
and rooted in the selfs immediate desires or affective state.
However, there were two ambivalent children whose observed behaviour did not
correspond well with their SAT attachment classification. With the three
passive/helpless ambivalent children, observational material was a key factor in
identifying the underlying strategy of their behaviour. In contrast, for children 19 and
51, based on the observational material alone, a very different type of attachment
classification would have been assigned if it had not been for the evidence revealed
in the SAT. To summarise, both these children seemed to enjoy good relationships
within the nursery. Child 19, in particular, was a popular, discemibly proactive and
enthusiastic whilst interacting with peers, and he notably derived pleasure from his
companions' successes and enjoyment. Specifically, with his best friend child 19
demonstrated a sensitivity to his companions moods, almost to a fault. A different
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profile emerged with child 51 as there were overt indications of some difficulties 
during and immediately after separation from his mother, as seen in his subdued and 
withdrawn demeanour. When observed, there was a discernible lack of warmth and 
intimacy in this dyad, and there were occasions when his subdued state prevailed 
during the opening circle time. However, a friendly word or greeting from a peer or 
adult would result in a lifting of this depressed affect, and he would respond in a 
positive manner. Child 51's play with others, although not as spontaneous as child 
19, was characterised by mutuality and turn taking. In contrast, the SAT material for 
both these children revealed high levels of anger and ambivalency; in the case of 
child 51, this included statements of extreme violence directed towards family 
members.
c. The quality and nature of avoidant children's relationships and behaviour within a 
naturalistic setting.
The observational material provides an additional source of information to draw
upon in order to examine the superior test performance of the avoidant participants.
One plausible explanation rests upon the manner in which the staff interacted with
the children. The practice of consistently drawing attention to how a range of
behaviours and actions elicited an affective response in others certainly bears some
consideration. For example, it was a common occurrence to hear statements such as
“it makes me very sad when you don’t listen” or “how would you feel if someone
did that to you?” This utilisation of "hot cognitions" has been linked to emotion
perspective taking ability when practised within the family (Denham et al. 1994)
and was identified as a strategy employed by mothers of secure children (George and
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Solomon, 1989). In addition, story time was used as a vehicle to discuss constructs 
such as deception, being surprised (or having a belief shown to be false) and the 
difference between pretence and reality. The children in this nursery were constantly 
provided with stimulating and thought provoking information that must have been 
beneficial for their overall development. This policy could have feasibly enhanced 
the children's awareness of the perspectives and feelings of those they associated 
with on a daily basis. In addition, as detailed in chapter two certain contexts were 
particularly salient for young children, specifically incidents involving dispute or 
conflict (Dunn and Brown, 1994). During these episodes alternate viewpoints were 
often explicitly presented, and it was observed that in the nursery the staff used these 
moments effectively by encouraging reflection. It is suggested that the "cognitive" 
understanding of emotion described in the quantitative discussion is pertinent in 
terms of why the avoidant, and not the ambivalent child benefited from this policy.
Such an interpretation of how the avoidant child integrates information regarding
alternate perspectives in a manner that lacks an affective resonance does appear to
complement research focusing upon the causes of bullying. It has been proposed that
children who victimise peers have a fully operational theory of mind, and utilise
these skills to manipulate and control children perceived as being weak and
defenceless (Sutton et al. 1999). The “cold cognitions” employed by child 11 appear
to exemplify this predilection, and she was certainly adept at deceiving child 26 on a
regular basis. In this respect the missing component is empathy. Furthermore the
observations of child 35’s constant rejection of child 48’s advances might have
reflected this pattern (particularly as 35, like 11, performed well on the experimental
measures). Other themes that emerged during the course of the analysis of the
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avoidant children's interpersonal relationships additionally reveal a failure to care 
about the reactions and needs of others, that was manifestly different from both the 
secure and ambivalent children. Although, importantly, an absence of empathy does 
not discount the possibility of forming affiliative relationships with peers and staff, 
and this capacity was certainly in evidence (Crittenden and Claussen, 1994). 
However, it has been noted that there was a clear tendency to focus on the activity 
whilst interacting in a large group, restricting the possibility of more intimate play. 
Therefore, on the surface there was the impression of positive mutual engagement, 
but in contrast to the secure children, there was a reduced evidence of mutuality and 
reciprocity during the play sequences. Similarly, when disciplined by staff, usually 
due to the disruptive behaviour of many of the avoidant boys, there was a perceptible 
lack of an affective reaction. It appeared as if the blank expression reflected a denial 
of the potential negative affect that could have been aroused, or an indication of a 
lack of concern as to the impact of their behaviour. Confirming the evidence 
presented in chapter one, it is suggested that the avoidant child was able to share a 
more limited range of their internal worlds with others, and the restricted range of 
affective expression was a feature of this group.
The bias towards a cognitive understanding of behaviour could explain why some
avoidant children who appeared not to engage with others in a positive manner were
still able to perform well on the cognitive experimental measures. For example, child
35, was a conspicuously distant and solitary figure in the nursery, and even the brief
partnership she formed with a secure peer was typified by an absence of mutuality
and accommodation on the part of child 35. In these circumstances it is difficult to
envisage how she could have benefited from the learning opportunities offered by
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intimate relationships with such minimal social contact. Child 38, in particular, 
appeared distinctly unresponsive to peers and, at times, displayed a degree of cruelty 
in her interactions with others. Indeed, the reaction of those children involved 
suggested that child 38’s actions were perceived as threatening and her deliberate 
disruption of others games had a cold, calculating quality. It was notable that both 
child 38 and 35, two children who for the main part were detached from the normal 
nursery activities, both formed friendships with secure peers. It was through these 
relationships that children 35 and 38 began to participate to a greater extent in the 
nursery life; although it was clear that the partnership was dependent on the secure 
children’s concerted efforts to sustain contact. In the case of child 35 this was in fact 
the final result, her secure partner unwilling to tolerate the constant rejections she 
encountered. A more positive conclusion was apparent for the friendship enjoyed by 
child 38, who continued to engage with her secure companion. Interestingly, child 
38’s relationships with adults did not improve, and her behaviour when in the 
presence of adults remained stilted and unusual.
Conversely, child 13 who failed 3 out of the 4 false belief tests, presented a profile of
behaviour which led to the presumption he would find the false belief tests
manageable. The role of humour and teasing within the context of sibling
relationships has been flagged by various researchers as a skill that requires the
ability to be cognisant of the minds of others (Dunn, 1996). On a regular basis, child
13 would engage in gentle teasing with staff members primarily concerning the
affection he felt for another girl; further, his attempts to cajole her into a variety of
games seemed to suggest an awareness of the type of activities she would enjoy.
Similarly, a consistent feature of his interactions with peers was the capacity to co-
389
operate and share, once more associated with the capacity to recognise and integrate 
the ideas offered by companions. This anomaly reflects the fact that the more than 
any other group the results of the observational material was less well defined, and 
the way in which avoidant attachment and theory of mind development were related 
in this study was unexpected.
In the next section the case studies will be appraised and many issues that have 
arisen in the proceeding sections can be reviewed from an intergenerational 
perspective.
d. Intergenerational perspective.
The case study material enabled a more detailed exploration of the possible
intergenerational factors in the transmission of attachment, and the expected links
between parental RSF and the child’s theory of mind. It is acknowledged that the
small number of case studies available mitigates against any firm conclusions being
drawn from the findings. However, this does not undermine the value of having
extensive information on each dyad, offering illuminating insight into how the
parental attachment strategies are paralleled by the child in term of their responses to
the SAT, the quality of interpersonal relationships within a naturalistic setting and
performance on the experimental tests. Whilst acknowledging the difficulty of
interpreting the material of this sample, it did reveal a high level of concordance
between parent and child attachment status (Grossmann et al. 1988; Ainsworth and
Eichberg, 1991; Fonagy et al. 1991,1994; Levine et al. 1991; Benoit and Parker,
1994; van IJzendoom, 1995). In the one incongruent dyad (case study 34; dismissing
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mother and secure child), there were indications of an avoidant bias in the quality 
and nature of child 34’s interpersonal relationships. Conversely, there was a failure 
to find an association between RSF and the children’s nascent theory of mind as 
measured by the false belief tests. The confounding factors were once again the high 
levels of competency exhibited by the avoidant and the difficulties encountered by 
the inconsistent secure child 46.
Several significant themes emerged firom the analysis of the AAI material. Overall, 
there was a degree of homogeneity in the quality of the dismissing adult’s RSF, the 
majority being inclined towards a disavowal of their mentalizing capacity. The one 
preoccupied adult was engaged in a strategy of self-aggrandisement with 
explanations that were self-serving and appeared to distort reality. It is true that the 
dismissing parent could be said to practise this type of reasoning by portraying the 
parent/s in glowing terms without providing any confirmation in the form of discrete 
episodes. However, as proposed earlier, the fundamental difference is whether the 
bias elevates the self or others. For the preoccupied adult the former is more 
representative; the self is perceived as blameless (and sometimes helpless in the E l 
passive category) with no attempt to contemplate personal liability. Therefore, the 
past is distorted in order to protect this inherently flawed representation of 
relationships.
The dismissing adult appeared to operate under the reverse dynamic, and the parent
is often perceived to be flawless (although this is somewhat reduced in the Ds3
category where there is some hint of negativity). The theme of self-blame that
regularly emerges in the narratives of dismissing adults was most poignantly
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illustrated by AAI 28; his comments clearly indicated that he felt his perceived faults 
and misbehaviour fully justified his mother’s threats to leave. Typically for a 
dismissing adult, there was no reflection or even an acknowledgement of the anxiety 
his mother’s actions could have expected to arouse. Perhaps one exception to this 
overall tendency to promote the parent at the expense of the child is the presentation 
of the self as invulnerable. Both AAI 1 and AAI 40 demonstrated this type of 
defensive strategy; AAI 1 ’s description of her mother beating her with a Wendy 
House pole with the claim she was never hurt was an excellent example. Similarly, 
AAI 40’s statement that she was not disturbed by the threats to send her to Borstal 
reflected a similar form of defensive reasoning; although the dysfluency that 
surrounded this comment tempered the outright denial of vulnerability that was a 
distinctive quality of AAI 1.
These above strategies were reminiscent of Cassidy (1990) and Vershuren et al.’s
(1996) research examining the internal working model of the self with children. In
these studies the avoidant child would present the self as perfect and flawless; yet
this idealised self was not evident in the same children’s more evaluative statements
of the self. It is suggested that the above split model of the self is synonymous to the
denial of vulnerability displayed by the dismissing adults; as with the childhood
strategy, it was clear from the narratives of the dismissing adults it was not founded
upon a sense of positive personal worth. The excessive self-blame that characterised
AAI 28 and the invulnerability promoted by AAI 1 and AAI 40 further elaborated
the existence of multiple (incoherent) internal models discussed in the literature
review (Main, 1991; Crittenden, 1990,1992b, 1994). The hidden, hurt self is denied,
whereas an image of an idealised self is publicly portrayed; similarly, self-blame
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indicated that the parental perspective was adopted at the expense of the self’s own 
appraisal. The actual defensive strategy was clearly seen in practice during the 
characteristic Ds3 tendency to provide glimpses of unhappy memories or episodes, 
and then to immediately withdraw from a conscious evaluation of the person or 
event.
Within the narratives of the dismissing the adults the most vivid theme present was 
the disavowal of RSF, and human agency was portrayed as being essentially 
motivated by external forces. AAI 11 was unusual in many respects and, at times, 
she was able go beyond the observable to the internal; but there still was the 
tendency (as with the other dismissing parents) to refer to outside pressures, family 
composition, for example, as a means of explanation. In contrast, the preoccupied 
AAI 32 was qualitatively different; for this parent positive aspects of relationships 
were determined solely by the participant’s perception of receiving favourable 
treatment. Conversely, criticism and negativity were focused upon situations and 
people who thwarted her desires. The perceptible distortion of others’ motivations 
(for example, the belief that both parents completely and willingly dedicated their 
lives to her) resulted in a failure to consider alternate perspectives or to recognise the 
inherent separateness of self and other. It appeared that her needs were perceived to 
be sacrosanct, hence a plethora of contradictions arose as she oscillated between 
different versions of reality in order to stress her current argument. In direct contrast, 
the dismissing adults concentrated upon external influences and circumstances in 
order to explain behaviour, failing to acknowledge psychological motivations.
393
The overt difficulties encountered by the ambivalent children, including child 32, on 
the false belief tests, confirmed the original supposition that the interactional history 
associated with this category, (particularly the rejection of cognition), would impair 
this form of reasoning. Pertinent features were highlighted in the narrative of AAI 
32, for example, the focus on the self, self-serving strategies, distortion and 
inconsistency. Notably, attention was drawn to AAI 32’s overt struggle in her 
attempt to articulate her son’s level of comprehension, resulting in the attribution of 
two mutually excluding perspectives. In addition, the distortion of reality that 
pervaded the interview illustrated the inherent incoherence of the IWM of the 
preoccupied adult (and indeed, ambivalent child); multiple versions of the same 
event or situation, often contradictory, are subscribed to simultaneously, without 
conscious appraisal.
A marked lack of congruency was apparent between the explicit disavowal of RSF
exhibited by the dismissing adults and their children’s performance on the false
belief tests. Moreover, in the case of dyad 34 a further discrepancy arose, with an
additional mismatch in terms of attachment status (dismissing mother, secure child).
As discussed, the quality of these children’s responses to the SAT, notably children
11 and 28, may provide valuable clues. When the focus of attention was upon
interpersonal relationships, as in the SAT, this resulted in the recourse to defensive
strategies, and a striking “shut down” was in apparent. In contrast, the cognitive false
belief tests, even if they probe the child’s ability to reason about the causes of
behaviour, do not pose the same threat to the child’s sense of insecurity. Child 11
was a case in point; the extreme withholding of affect on the SAT was countered by
her excellent false belief performance. Dunn (1996) proposed that the evidence of
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the spontaneous endeavours of young children to trick and deceive, reveals the 
capacity to create false beliefs in the minds of protagonists. In a similar vein, the 
evident control 11 exerted over child 26, through manipulation and deception, 
strongly suggested a working knowledge of how other minds work
The Adult Attachment Interview (as the SAT) concentrates exclusively on 
interpersonal relationships; the dismissing strategy is identified and characterised by 
the individual’s inability to openly discuss feelings and anxieties aroused by their 
parent’s lack of support and the predictable rejection of their attachment needs. 
Within this context it is not surprising, and indeed is an adaptive defensive strategy, 
to steer away from the contemplation of the underlying causes of the parents’ 
behaviour, hence the low levels of RSF recorded. To protect the self, the child and 
adult systematically deflect attention away from relationship issues, therefore 
attributions of behaviour concentrate upon the external and the concrete. However, 
there is a consistency and a logic to their explanations, the predictable temporal order 
of events is discernible. It would interesting to design a child measure that 
incorporates interpersonal issues into a test of false belief, which may prove to be 
more challenging for the avoidant child.
However, there was a lack of consistency within the avoidant-dismissing dyads and
false belief reasoning; children 28,11 and 34 performed well, but this was not
replicated by the test results of children 40 and 1. The AAI’s of both these children’s
parents were congruent with the narratives of the other dismissing adults, with no
discernible or unusual features to clarify this disparity. Furthermore, these two
children reversed the overall trend of the sample by failing the Bartsch and Wellman
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(1989) explanation design, but passing the more challenging Lewis and Osborne
(1990) prediction test. The observational material of child 1 was distinctive, and in 
contrast to her mothers more restricted strategy, child 1 was able address her fears 
and anxieties through the medium and pretend play. Notably, although staff 
members were consistently approached during episodes of overt distress, it was 
apparent that complete comfort was not derived from this contact. The content of the 
narrative generated by child 1 in response to the SAT was additionally revealing; 
there were clear examples of open feelings, the admission of vulnerability and 
attachment orientated solutions (features that were conspicuously absent from her 
mother’s AAI). Conversely, the majority of her replies were characterised by 
withholding and resistance, notably in reference to the self, leading to an avoidant 
classification. When child 1 was the focus of study it was evident that she was an 
isolated figure in the nursery with the minimal contact with peers; however, child 40 
was observed to be an active contributor within his interactions with peers. Once 
more with child 40 there were no discernible reasons either in his behaviour in the 
nursery or his responses to the SAT to explain his poorer test performance compared 
to the other avoidant children who were part of the case studies, and these children 
do remain a puzzle. Conversely, although these children’s results were incongruent 
in terms of the case studies, their performance did reflect the anticipated sliding scale 
of false belief understanding dependent upon attachment status.
Case studies 20 and 46 offered the opportunity to investigate the bias towards a
dismissing and preoccupied strategy operating within the framework of a secure
classification. Significantly, AAI 46 was a mother of one of the inconsistent secure
children, which permitted an investigation of possible antecedents of one case of this
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category. The narrative of AAI 46 contained a pervasive theme of continued 
preoccupation with past attachment experiences, coupled with a propensity to direct 
criticism towards her mother for the perceived negative outcomes of her childhood. 
This was tempered by a consciousness of her continued preoccupation, which in turn 
created a distance from the past, justifying a secure placement. The sense of self- 
importance that prevailed at times in the interview was synonymous to the behaviour 
of child 46, principally during the first part of the observational period. The earlier 
descriptions of child 46’s desire to highlight the “mistakes” of his peers in 
conjunction with a visible lack of cognisance of the disapproval this engendered, 
mirrored the attitude of his mother. It is suggested that this inherent bias towards a 
failure to consider the perspectives of others may be a significant factor in restricting 
a theory of mind. It will be necessary to explore this issue further to establish 
whether children with parents with a F5/4 classification are somewhat disadvantaged 
in comparison to other secure children.
In contrast, at the opposite end of the attachment continuum, AAI 20 revealed
strategies associated with the dismissing category, in particular the idealisation of her
father. However, AAI 20 was able to openly articulate the strains and tensions
inherent in the relationship with her mother, and the expressions of hurt evoked by
these difficulties were not generalised or qualified. In the observed interactions of
AAI 20 and child 20, the mother’s behaviour was slightly brusque, although, as
noted, this was belied by warmth and affection. Child 20 was, for the majority of the
observational period, a loud and enthusiastic contributor to the nursery life; the more
negative aspects of his personality, evident towards the latter part of the research,
coincided with the re-establishment of contact with his father. Notably, after the AAI
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was completed, his mother pondered upon whether this new development in her 
son’s life had resulted in adverse consequences, in particular, his disruptive 
behaviour. Furthermore, this mother was engaged in a process of reflecting upon 
whether her own feelings of anxiety aroused by the renewed contact with the father 
had been internalised by her son, resulting in his altered conduct.
Finally, the sole preoccupied-ambivalent dyad in the sample (AAI 32- child 32) 
replicated the research findings of previous studies and illuminated the features of 
this attachment strategy. Accordingly, a strong theme of blame and anger pervaded 
in the narrative that was not consciously acknowledged; hence, there were many 
examples of slips into the present tense, oscillations of viewpoints and inherent 
contradictions in the text. The central focus was on the self with scant regard or 
consideration of the perspectives of others, and a comparable set of behaviours 
typified child 32. There were clear indications that he found co-operation with peers 
difficult; if  he wanted a particular object he would remove it (at times aggressively), 
and he appeared unconcerned and unmoved by protests. Furthermore, it was evident 
(as with child 21, another ambivalent child) that he had problems engaging in 
pretend play with peers. It was observed that although child 32 perceptibly derived 
pleasure from witnessing other children enjoying pretend episodes, he was unable to 
become fully immersed. Thus when suggestions or invitations to participate were 
offered, he would invariably go off on a tangent, disrupting the flow of the exchange, 
and seemingly unable to accommodate and build upon the current topic. Similarly, it 
was noted that child 32 was unable to fully project himself into the SAT scenarios 
depicting the hypothetical child. In this respect, he often reverted to discussing the
self rather than focusing upon the child in the pictures.
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To summarise, the case studies reflected the established association between parental 
and child attachment status; conversely, there did not appear association between 
RSF and false belief understanding was not replicated. Although descriptive and not 
quantifiable, it is interesting to note some of the differing patterns of RSF that 
characterised the three attachment groups. Overall, the RSF levels were relatively 
low across all attachment categories, and even though the two secure parents did 
reveal a capacity to explore the underlying causes of behaviour in reference to 
underlying mental states, it was inconsistent and not fully developed. It seemed that 
for both secure parents it was the very difficulties experienced within the context of 
the mother-child relationship that had acted as a catalyst, engendering a reflective 
capacity in order to resolve the personal issues raised. However, this emerging 
faculty was intermittent, and thus there were times when explanations lapsed into the 
superficial and external or revealed a self-deceiving strategy. Such an in depth 
exploration revealed a number of possible themes that need to be explored further 
and tested against a larger population.
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CHAPTER SIX 
Conclusions and directions for future research
It is important to acknowledge the limitations of the study, particularly the 
qualitative nature of the research and the size of the sample. In part this was due to 
the difficulty in recruiting parents who were willing to be interviewed and, 
consequently, statistical analysis of the predicted intergenerational association was 
not possible with the number available. As such, a self-selecting sample that formed 
a very small proportion of the potential participants may not be representative of the 
general population. Therefore in order to assess and quantify if there is a relationship 
between adult attachment status, RSF and the child's development of a theory of 
mind it is recognised that this aspect of the study needs to be replicated with a larger 
sample.
Similarly, the observations and the time consuming nature of this methodology 
restricted the number of participants involved. In addition, the exploratory 
ethnographic form of the observations and the narrative format of recording the 
participant’s behaviour mitigated against inter-rater reliability checks. Adding to the 
caution that needs to be exercised in terms of the generalizability of the results was 
the background of the study participants. As noted in the methodology, the sample 
was distinctive, drawn from an area that was reported by the nursery staff as being 
characterised by social problems. It is necessary to replicate both the qualitative and 
quantitative aspects of the design with a more normative population to assess 
whether the results were not unique to this group. Finally, the findings of the 
statistical analysis are correlational, and thus it is acknowledged that other variables
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within the child’s environment that were not assessed could have been salient. Thus 
it is not possible to argue that, for example, ambivalent attachment is directly related 
to an impairment of a theory of mind.
Having recognised the inherent limitations of the study it is suggested that there are 
strengths in combining both qualitative and quantitative methods to study the 
emergence of a theory of mind (Dunn, 1996). Following Robson (1993) it is 
suggested that the research questions being addressed should be a critical factor in 
the selection of the research methods. The ethnographic style of the observations was 
deemed to the most appropriate as the relationship between attachment and theory of 
mind has not been addressed in terms of how these two constructs might influence 
the child’s real life experiences. As discussed in the literature review, both 
attachment and theory of mind development have been explored independently 
utilising qualitative methods (Booth et al. 1991; Slomkowski and Dunn, 1996). 
However, as of yet there is no existing coding scheme available to systematically 
record how the predicted association of these two constructs might manifest in terms 
of observable behaviours. It is suggested that the results of the observational data 
may offer some guidelines for a more structured system in the future whilst 
additionally highlighting some of the difficulties encountered. Every attempt was 
made to be as rigorous as possible, including the acknowledgement that the 
observations were influenced and directed by an attachment perspective (Marshall 
and Rossman, 1989). Furthermore, the interpretation and analysis was based upon 
established categories of behaviour identified in attachment literature and the PAA, 
and the material was scrutinised by a number of colleagues. Together both these 
elements are seen to be analogous with triangulation. Finally, the themes and
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patterns that were seen to emerge were grounded in concrete examples, including 
material that supported and contradicted expectations (Lincoln and Guba, 1985). 
Similarly, the case studies were conceptualised as an opportunity to address the two 
primary research questions with the additional evidence generated by the adult 
measures. Exploring patterns and themes at a microanalytical level could illuminate 
the possible trajectories between attachment status and theory of mind development 
and would not have been possible if the approach had been purely quantitative.
The very nature of the results raise some interesting questions and warrant further 
investigation, focusing upon the emergence of an inconsistent secure category and 
the competency displayed by the avoidant children on the selected measures of false 
belief reasoning. As discussed previously, the first issue could be methodological 
and revolve around the type of child attachment measure employed in this study, and 
it has been noted that a more direct method of attachment classification (i.e. the 
PAA) could have been an advantage. It was suggested that the inconsistent secure 
children may have been drawing upon a secure IWM from another relationship (a 
grandparent for example) which enabled them to generate open and balanced 
attachment answers in response to the depictions of separations in the SAT. It is 
feasible that if  attachment status had been determined by a direct assessment of their 
relationship with their primary caregiver an insecure classification would have 
resulted. The proposed difficulties in terms of selecting an attachment measure does 
indicate a need to assess the consistency of attachment classification based upon the 
SAT and the PAA protocols during the pre-school period. Furthermore, the PAA 
offers the opportunity to finely discriminate between the subtle differences in each 
attachment category; thus it is possible that the inconsistent secures may have been
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at a midway point between two categories, with strands of the ambivalent pattern 
present and influencing their representation of the relationship. In terms of case 
study 46 discussed above, particularly with the F5 classification of the mother, he 
seems to be a candidate for the B4 subcategory. Notably, the ambivalent bias of the 
inconsistent secures was captured in the detailed observations of the quality and 
nature of their relationships with parents, staff and peers. Child 18 remains the most 
striking of examples; his angry, hostile and antagonistic separations from his helpless 
mother were in stark contrast to the open and rounded replies to the SAT.
In chapters four and five a variety of explanations have been suggested in an attempt 
to unravel the probable causes of the avoidant child’s success on the false belief 
tests. Potential contributory factors included the recognition of the excellent quality 
of care provided by the staff, specifically the policy of consistently drawing attention 
to the mental and internal states underlying behaviour. It is plausible that the 
avoidant child is more sensitive to incoming information that highlights which 
behaviours are acceptable or not to the important adults in their lives. The whole 
thrust of the avoidant strategy is to prevent a “punishing” response, by 
accommodating to, predicting and inferring the intentions of the parent. Potentially, 
these integral features of the avoidant strategy could have placed them in a 
privileged position compared to their ambivalent peers. Thus when staff drew 
attention to the behaviour and actions which induced a negative feeling, or received 
praise, or in the context of story material, how false beliefs are induced, the avoidant 
child is open to integrating this type of information into their understanding of 
relationships. The affective component may be denied, but the child is learning about 
the causes and consequences of behaviour.
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Therefore, it is argued that the cognitive bias of the avoidant child and their reported 
greater success on cognitive tasks (Belsky et al. 1984 Crowell and Feldman, 1988, 
1989; Crittenden, 1992a, 1994; Fagot et al. 1996) could feasibly enhance their ability 
to solve the “puzzle” of the false belief test (Pemer, 1988). Thus it seems critical in 
terms of theory of mind development to differentiate between the two insecure 
categories due to the disparity in the experiential histories of these children. The 
focus upon the discrepant manner in which ambivalent and avoidant children utilise 
affective and cognitive information illustrates the diametrical nature of these two 
distinct strategies. Furthermore it is suggested that this is particularly relevant in 
terms of the emergence of a theory of mind and the method of measuring this 
development in the pre-school years. The opposing biases towards affect and 
cognition can be viewed as being two sides of the same coin, and it is only in the 
secure category that both these elements are integrated. From this conceptualisation 
an ambivalent child or preoccupied adult has more in common with a secure B4 
(secure but angry, fearful and helpless, Crittenden, 1995) or F4/5 adult (secure but 
showing signs of continued enmeshment, George et al. 1985) than their avoidant or 
dismissing counterparts.
One possible means of establishing the avoidant child’s bias towards cognition, and 
conversely the ambivalent child’s reliance on affect, would have been to include a 
cognitive problem solving exercise in the methodology and compare task 
performance. Similarly, it may prove useful to design a false belief test that is 
embedded in a vignette or story line that revolves around an interpersonal dilemma 
involving family relationships. If, as it has been suggested, that the avoidant child 
defends against appraising interpersonal issues, a false belief test that is intrinsically
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focused upon such a topic may prove to be highly illuminating. Child attachment has 
been measured by creating vignettes using dolls representing family members 
(Bretherton et al. 1990) and such props and story lines could be incorporated into a 
false belief test design.
The case studies additionally suggested new directions for research, specifically an 
exploration of the plausible discrepancies between the two insecure groups RSF 
strategies would be an intriguing study. Based upon this small sample it appeared 
that the dismissing adult externalised the causes of human agency; in contrast, the 
preoccupied adult focused upon the self thereby distorting the mental states of others 
in order present a self-enhanced image. Alternatively, modifications to the AAI 
protocol could maximise the potential for discriminating between the extent to which 
secure and insecure adults recognise their children as mental beings. Meins (1997) 
found that insecure adults tended to describe their children in physical terms in 
contrast to secure parents whose descriptions referred to mental state constructs. The 
final questions of the AAI, which, for example, ask the parent to think of three 
wishes for their children, are not critical to the overall classification process. 
Alternatively, parents could be asked direct questions focusing upon how they 
perceive and describe their child, perhaps more relevant in terms of establishing an 
attachment and theory of mind association.
Moving beyond the results of this study, a new research area that draws upon both 
theory of mind and attachment theory is the investigation of the antecedents, 
consequences and the prevention of bullying. Part of the impetus of this research is 
to challenge the widely held stereotype of the bully as a mindless thug who
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indiscriminately physically assaults weaker peers (Sutton et al. 1999). This image 
has been fuelled by the study of aggressive behaviour from a social information 
processing perspective, which proposes that antisocial behaviour is the result of 
biased cognitions. Hence, in a situation where the intent of the peer is ambiguous, 
aggressive boys will misinterpret the behaviour as hostile (Dodge and Frame, 1982; 
Crick and Dodge, 1994).
In contrast, Sutton et al. (1999) proposed that bullies do indeed draw upon a 
working knowledge of others’ minds, however, an absence of empathy creates the 
dynamic whereby the aggressor is distanced from the suffering caused by their 
actions. The primary issue at present is methodological, due to the absence of 
suitable experimental tests for an older age group. There are more complex second 
and higher order tests of representational understanding currently available (for 
example. Happe, 1994); however, it is suggested that they lose the power to 
discriminate beyond a certain age limit as the level of reasoning demanded is well 
within the capability of the majority of school starters. In this respect a number of 
pilot studies are currently being undertaken to attempt to resolve this dilemma, with 
narrative identified as a feasible tool (Bausmeister et al 1990; Fox, 1991; McKeough 
et al. 1994; Tager-Flushberg and Sullivan, 1995).
To briefly summarise, young adolescents are requested to write two accounts, one of 
an experience of victimisation and conversely, the second focusing upon an occasion 
when the participant bullied another child. Importantly, similar to the “demand” 
questions identified in the AAI (Fonagy et al. 1996) there is an explicit request 
inserted in the protocol to evaluate the thoughts and feelings of the self and others
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during the course of the incidents. A coding system and scale are presently being 
designed in order to examine the predicted discrepancies between bullies’ and 
victims’ mentalizing skills. Furthermore, it is suggested that attachment theory could 
further elaborate our understanding of bullying; in particular it is hypothesised that 
insecure attachment could be a contributory factor in the emergence of bullying 
behaviours or to predispose an individual to be victimised by peers. An additional 
research study is being planned in order to investigate these issues in greater depth, 
specifically aimed at discriminating between ambivalent and avoidant attachment in 
order to examine whether there are distinct types of bullies and victims in each 
insecure group. It is also envisaged that this research will create the opportunity to 
continue the investigation into the disparate pathways towards a mentalistic 
understanding of behaviour dependent upon attachment status.
To conclude, there are number of possible research avenues open to further explore 
the relationship between attachment and the development of a theory of mind, either 
focusing upon the pre-school age or expanding the remit to encompass an older age 
group. With the development of new research methods it may be may be feasible to 
chart how theory of mind develops (or not) across the lifespan. With a larger sample 
incorporating the adult measures it may be possible to examine in greater depth the 
relationship between the parental attachment and level of RSF, and the manner in 
which it influences the child’s developing theory of mind. As noted, due to the 
qualitative nature of the research the generalizability of the findings does remain 
open, and it is recognised that replication studies with larger populations are 
necessary. However, the value of having both qualitative and quantitative data in 
order to explore this issue has been stressed. Both methodologies contributed to
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addressing the specific research questions and the possible pathways open to secure, 
avoidant and ambivalent children. Overall, the research produced some interesting 
findings, and although the original hypothesis was not fully endorsed, the very 
discrepancies and anomalies that emerged suggest new directions for future 
investigation.
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A A J i lJ V l /V  1 1
Separation Anxiety Test (Slough et al. 1988) 
Parents go out for the evening, leaving child at home
MATERIAL REDACTED AT REQUEST OF UNIVERSITY
Parents go away for the weekend, leaving the child with their uncle and aunt
MATERIAL REDACTED AT REQUEST OF UNIVERSITY
C hild’s first day at school: m om ent o f  parting from the mother
MATERIAL REDACTED AT REQUEST OF UNIVERSITY
Parents go away for two weeks: prior to their departure they give the child a gift
MATERIAL REDACTED AT REQUEST OF UNIVERSITY
-ti
Park scene; parents tell the child to go and nlav alone whilst the.v
MATERIAL REDACTED AT REQUEST OF UNIVERSITY
Mother tucks child up in bed and leaves the rnnm
MATERIAL REDACTED AT REQUEST OF UNIVERSITY
APPENDIX 111
Adult Attachment Interview (George et al. 1985)
1) Could you start by helping me to get orientated to you early family situation, and 
where you were bom and lived and so on? If you could start out with where you were 
bom, whether you moved around much, what your family did at various times for a 
living?
Did you see much of your grandparents when you were little?
If there are grandparents that the individual has not seen, query further.
Your mother’s/father’s mother/father died before you were bom/when you were little? 
How old was your mother/father when this happened ...do you know? Did s/he tell you 
much about this grandfather/grandmother?
Were there bothers and sisters living in the house, or anybody else besides your 
parents? Are they living nearby now or is your family pretty scattered?
2) I would like you to tty and describe your relationship with your parents as a young 
child... If you could start from as far back as you can remember?
3) Now I would like you to choose five adjectives that reflect your childhood 
relationship with your mother. I know this may take a bit of times, so please take time 
and think about it for a minute... then I would like to ask you why you chose them.
Let me go through some more questions about your description. You said the
relationship w as are there any memories or incidents that come to mind to with
respect the relationship being ?
4) Now I’d like to ask you to choose five adjectives that reflect your childhood 
relationship with your father. I'm going toe ask you why you chose them.
Repeat queries for incidents and memories as above
5) To which parent did you feel the closed too and why? Why isn't there this feeling 
with the other parent?
6) When you were upset as a child, what would you do?
When you were upset emotionally when you were little, what would you do? Again do 
any specific incidents comes to mind?
Can you remember what would happen when you were hurt a bit physically? Again can 
you illustrate this with specific incidents?
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Were you ever ill when you were little? Do you remember what would happen?
7) What is the first time you remember being separated from your parents? How did 
you or they respond? Are they any separations that stand out in your mind?
8) Did you ever feel rejected as a young child? Of course looking back now you may 
realise it was really not a rejection, but what I’m trying to ask about here is whether you 
remember ever having felt rejected in childhood.
How old were you when you felt this way, and what did you do?
Why do you tMnk your parent did those things? Do you think he/she realised he/she 
was rejecting you?
9) Were your parents ever threatening with you in any way? Maybe for discipline or 
maybe just jokingly?
Some parents have told us for example that their parents would threaten to leave them 
or send them away from home. A few parents have memories of abuse.
Did anything like this happen to you, or in your family?
How old were you at the time? Did it happen frequently?
Do you feel this experience affects you now as an adult? Does it influence your 
approach to your own child?
10) How do you think these experiences with your parents have affected your adult 
personality? Are there any aspects to your early experiences that you feel were a set 
back in you development?
11) Why do you think your parents behaved as they did during your childhood?
12) Were there any other adults with whom you were close to, like parents, as a child? 
Or any other adults who were especially important to you, even though not parental?
13) Did you experience the loss of a parent or other close loves one (sibling or close 
family member) while you were a young child? Could you tell me about the 
circumstances, and how old you were at the time?
How did you respond at the time? Was the death sudden or was it expected?
Can you recall your feelings at the time?
Have your feelings regarding this death changed much over time?
If not volunteered earlier... were you allowed to attend the funeral, what was it like for 
you?
If the loss of a parent or sibling... what would you say was the effect on the household 
(other parent), and how did this change over the years?
Would you say this loss has had an effect one your adult personality?
How does this affect your relationship with your own child?
13a) Did you lose any other important persons during your childhood?
452
Repeat queries.
13b) Have you lost other close persons in your adult years?
Repeat queries
14) Have there been many changes in your relationship with your parents (or remaining 
parent) since childhood? From childhood through to the present?
Try to find out indirectly
1) Whether there has been a period of rebellion and
2) Whether the subject has reconsidered the early unfortunate experiences and 
"forgiven" the parent.
15) What is your relationship with your parents like now as an adult?
16) How do you respond now in terms of feelings when you separate from your child? 
Do you ever feel worried about the child?
17) If you had three wishes for your child twenty years from now, what would they be? 
I'm thinking partly of the kind of future you would like to see for your child. I'll give 
you a minute to think about this.
18) Is there any particular thing which you feel you have learned above all from you 
own childhood experiences? What would you hope your child might have learned from 
his/her experiences of being parented?
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Breakdown of test performance. 
Total Sample. 56
APPENDIX IV
Secure children. 
Total number - 20
Child 2
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Pass Fail Fail Pass Pass
Child 4
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Pass Pass Pass Pass Fail
Child 9
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Pass Pass Pass Fail Pass
Child 14
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Pass Fail Fail Pass Fail
Child 16
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Pass Pass Pass Pass Pass
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Child 17
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Pass Pass Pass Fail Fail
Child 18
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Fail Fail Fail Fail Fail
Child 20
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Fail Pass Pass Pass Fail
Child 31
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Pass Fail Pass Pass Pass
Child 33
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Pass Pass Pass Pass Pass
Child 34
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Pass Pass Pass Pass Pass
Child 41
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Pass Pass Pass Pass Pass
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Child 43
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Pass Pass Fail Fail Fail
Child 44
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Pass Pass Pass Pass Pass
Child 45
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Fail Pass Pass Pass Pass
Child 46
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Pass Pass Pass Fail Fail
Child 47
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Pass Pass Pass Pass Pass
Child 48
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Pass Pass Pass Pass Pass
Child 52
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Pass Pass Pass Pass Pass
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Child 53
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Pass Fail Fail Fail Fail
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Avoidant children.
Total number - 22.
Child 1
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Pass Fail Fail Pass Pass
Child 3
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Pass Pass Pass Pass Pass
Child 6
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Fail Fail Pass Fail Pass
Child 7
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Pass Pass Pass Pass Pass
Child 8
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Pass Pass Fail Pass Fail
Child 10
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Pass Pass Pass Fail Pass
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Child 11
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Fail Pass Pass Pass Pass
Child 12
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Pass Fail Fail Pass Pass
Child 13
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Pass Pass Fail Fail Fail
Child 23
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Pass Pass Pass Pass Pass
Child 24
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 1
Pass Pass Fail Fail Fail
Child 26
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Pass Pass Fail Fail Fail
Child 28
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Pass Pass Pass Pass Pass
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Child 35
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Pass Pass Pass Fail Pass
Child 36
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Pass Pass Pass Pass Pass
Child 37
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Pass Fail Pass Fail Fail
Child 38
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Fail Pass Pass Fail Fail
Child 39
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Pass Pass Fail Pass Fail
Child 40
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Pass Fail Fail Pass Pass
Child 42
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Pass Pass Pass Pass Pass
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Child 56
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne
Fail Pass Pass Fail Fail
Child 58
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Pass Pass Pass Fail Fail
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Ambivalent Children.
Total number -14.
Child 5
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Pass Pass Pass Fail Pass
Child 15
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Pass Fail Fail Fail Fail
Child 19
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Fail Fail Pass Fail Fail
Child 21
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Pass Fail Fail Fail Fail
Child 22
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Pass Pass Pass Fail Fail
Child 25
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Pass Fail Fail Pass Fail
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Child 27
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Pass Pass Fail Fail Fail
Child 32
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Fail Fail Fail Fail Pass
Child 49
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Pass Fail Fail Fail Fail
Child 50
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Pass Fail Fail Fail Fail
Child 51
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Fail Pass Pass Pass Pass
Child 54
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Fail Fail Fail Fail Fail
Child 55
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Pass Fail Fail Fail Pass
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Child 57
Harris Bartsch & 
Wellman 1
Bartsch & 
Wellman 2
Lewis & 
Osborne 1
Lewis & 
Osborne 2
Fail Pass Pass Fail Fail
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APPENDIX V
The nursery day.
The nursery ran two sessions, with a different intake of children in the morning and 
the afternoon, with a break for the staff at lunchtime. Each session followed the same 
structure and was organised into distinct episodes. As stated in the methodology, the 
nursery personnel consisted of two full time members; one a full-time teacher and 
member of the primary school staff, the other a qualified nursery nurse. Two part 
time nursery nurses, one present in the morning session, the other in the afternoon, 
completed the permanent team. In addition, whilst a deyelopmentally delayed child 
attended the nursery, an additional staff member responsible for her care was 
present. Several students also attended through the year as part of their college 
course training requirements. On a rotation basis staff took responsibility for various 
activities, such as cooking, story time or leading group activities.
1. 9.00am/12.30pm. On arrival children were required to locate their names on a
table and post them into a large red container, similar to a post box. Depending 
upon the child, greetings and conversations with peers, staff and parents took 
place.
2. The first activity was “circle time”, where all children sat in a large semi circle 
facing the staff member leading the session, who sat on a chair. As they waited 
for all the children to arrive conversations often flowed between staff and
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children, who additionally conversed amongst themselves. On most days, 
children would approach staff to show books or toys they had brought, or to 
share news, and topics that were being covered would be discussed in the group. 
Later in the observations a register would be taken and a child would be selected 
to walk around the group, counting those present with the assistance of the 
majority of the children. Group songs with actions and mimes followed, with 
both staff and children choosing the songs and participants. Staff ensured that all 
children had the opportunity to join in these activities, making a point of 
selecting those who were not picked by their peers. Several children refused to 
take part in these sessions, but were asked by staff at regular intervals across the 
observation period if they had changed their mind. However, no child was 
pressurised if it made them uncomfortable in any way.
3. 9.20am/12.50pm. After this period, a member of staff divided children into small 
groups, blue, red, and green, each run by an adult. This was arranged as either an 
opportunity for the children to plan their activities for the day, or for an 
educational activity. On Fridays, cooking day, two members of the group were 
selected to make biscuits, cakes and the like for the whole nursery. This activity 
was organised on a rotating basis so each child would have the chance to 
participate.
4. 9.30am/lpm. Free play period, where children were able to select from a variety
of toys and equipment and had unrestricted access to the garden area with slides,
bikes, cars, drawing boards and a variety of toys to choose from. The nursery had
a playhouse that doubled up as a shop or hospital to fit in with the current theme,
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and a sand and water area. Children were free to play with each other, or engage 
in more solitary pursuits, i.e. reading, or listening to taped stories. During this 
period, educational (number or writing games) or art activities run by a staff 
member took place. Children were then called over to work on these prescribed 
activities. (During the second half of the observation period, milk was available 
for the children during free play period).
5. 10.55am/2.25pm. Tidy up time. All children were required to help put toys and 
equipment away.
6. 1 l.am/2.30pm. Circle time, songs and games.
7. The structure of the nursery day altered during the second part of the observation 
period. Initially children gathered in their small groups once more, to discuss 
their day and drink milk prior to joining together for a story. This practice altered 
slightly where children, as noted, had the drinks available during the free play 
period. The second alteration to practice concerned the arrangements for story 
time. Prior to the Easter break, all three small groups gathered together to hear a 
story. After Easter, only two groups merged for a joint story, the third moved 
into the quiet room for a separate story. This was made feasible by the opening of 
a purpose built nursery, housed in a separate building. Before this had been 
completed, the nursery was based in a large room in the main body of the school. 
However, it had its own exclusive outside play area and entrance. Throughout the 
course of the story session, children were encouraged to participate through
questions based upon the story material.
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8 .1 1 .30am/3.00pm. Children collected their coats and prepared for their 
parents/guardians/family members to arrive. The staff returned art work or 
cooking. As the parents arrived the child’s name would be called out by a 
member of staff posted by the door in the cloakroom. During the drop off and 
pick up points, parents were free to enter the nursery and chat to members of 
staff or other parents.
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APPENDIX VI
2.2. AAI28 Child 28
There was perceptible derogation directed towards his siblings by AAI 28, which 
suggested that a degree of aggression and violence existed within the household. These, 
as other negative incidents, tended to be portrayed as humorous episodes.
"My brother X  was a right so and so, I  won't say the word (slight laugh) "
"X was a right sod"
"It was things like that. A nd the fa c t that my brother has a habit o f  not using the ladder 
on his bunk bed when he got out and he used to tread on me head deliberately (laugh) 
It's things like that that used to upset me. "
"My mum and dad would never believe me (laugh) They thought I  was blinking making  
it up. M y brother X  was a horrible so and so to us, I  am surprised I  made it through 
childhood. "
"Well they (parents) ju s t saw it as kids being kids, and it was really, I  mean there was 
no malice in it at all, I  mean we are still pretty close now....he don't tread on me head  
any more and X  don't try to dangle me out o f  the bedroom window, and he don't tie me 
to the post. "
There was an example of the interviewee exploring the causes of his father's conduct, 
noting that the abuse his father had suffered as a child could have impaired his capacity 
to express affection. In addition, there was some awareness of how an individual's 
understanding of the past alters with maturity.
"I know him as a verson, not a parent, so that that's the difference. I  mean you know as 
a child, you only know them as mum and dad. And you think all mums and dads are the 
same. But as you get older you learn to, understand them more. "
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However, this type of comment was the exception to the mle, and ostensibly AAI 28 
restricted the portrayal of his relationships to the external and observable.
2.3. AAI 32 Child 32
The mother’s relationship with her grandparents (on the maternal side) featured as 
being particularly close and there appeared to be genuine affection. However, once 
more this was illustrated by materialistic benefits:
"Oh I  used to love it! A ll the treats and YEAH, it used to be brilliant, didn't get told off, 
it was lovely. "
The question probing the subject’s appraisal of why her parents behaved as they did 
was answered in the form of a complaint, and thus she failed to address the actual 
query. In addition, there was no insight as to the probable causes and underlying 
reasons of the parents' behaviour, and a limited focus on the selfs perspective.
"Oh, when I. When um....when they firs t separated...! thought....oh god! I  can't believe 
it, you know, there is my dad saying this about my mum, and there is my mum saying  
this about my dad, as I  grew up I  learned to switch o ff  from it all, you know it is their 
way o f  having a go at each other, let them get on with it, you know I  am not bothered by 
it. Now I  can see what they are doins ('emphasis) You know I  saw what they done. I  
understand it more. A nd that is why I  tried so hard (emphasis) not to sav anvthin2  while 
they are around. "
However, here and in another passage she did seem conscious of the negative impact a 
bitter divorce has on children:
"Cos I  don't want them to p ick  up on ....it, so cos it is horrible when you hear your
mum saying things about your dad, and your dad saying things about your mum, its 
not, not a very nice experience, but um..yeah...mmmmmmm. "
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A further duality of positions, not consciously registered by the mother, was 
illuminated in comments she made in reply to the question assessing if her feelings 
about the death of a family member had modified over the years.
On hearing about the death;
.... "But no, it didn't, it didn't phase me at all. I  was upset (emphasis).
"Cos my mum and dad didn’t have a lot o f  money we never really went there, I  
remember. vividly going when I  was about.....four. "
Whilst re-directing AAI 32’s attention back to the question concerning the changes in 
her relationship with her parents since childhood, (having discussed the transformation 
in her parents' relationship following the divorce when first questioned), further 
uncertainty was revealed. Initially it was clearly stated that she had lived with her father 
following the divorce, yet in the next passage an alternative arrangement was proposed.
"Ummmmmmmmmm, not really, I  mean as I  said me and my mum have got closer in 
the past seven years, since I  have moved out. Our relationship has got a lot closer, cos 
we are very similar, and we couldn't live together. I t was terrible, especially when I  was 
growing up, cos I  knew best (laush) I  knew best, and I  was always risht (Laush)"
It was assumed that the underlined comment was meant to be an example of how she 
used to think. However, although interpretative, it was interesting note that it was not 
explicitly put into context of a past belief, and in light of the interview there was a sense 
that this was an accurate representation of the mother’s opinion.
Intergenerational links
As stated in the main discussion, his peers were happy to adapt to child 32, mirroring
the staff’s tolerance of his inability focus or engage constructively. In one incident 32
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and his companion moved to the entrance of the playhouse, where 32 revealed his
tendency to be rejecting. As another child tried to gain access, 32 moved forward,
blocked the door and squared up to the child in an aggressive manner.
32 "You can't come in!" 
child " Yes he can!"
32 "Noyou can't" (tone distinctly threatening) 
child "Yes he can, yes he can, he is my friend"
At this point 32 backed down and moved just enough for the other child squeeze 
through, where he commenced playing with 32's original partner. 32 stared at the two 
momentarily before announcing his departure to another area of the nursery.
Occasionally, his temper seemed to cause some amusement amongst his peers, and 
once more there was almost an implicit understanding that he was not entirely 
responsible for his actions, and thus his conduct was tolerated. However, it was unlikely 
that the child targeted shared this feeling. To illustrate, during one circle time as the 
children stood up after a song that required everyone to lie down, a child accidentally 
brushed the side of 32's head with their shoe. 32 immediately stood up, glaring at the 
children close to him
32 "Who did that, who did that?" (threatening and loud) 
s ta ff "It ju s t happened"
32 "Someone hit my head!" (shouting)
By this time other children were giggling 
s ta ff "It was ju s t an accident"
32 remained on his feet, fists clenched, and approached a child sitting, and leant over
him, with his face brought up close to the boy, shouting
32 "X yo u d id it!"
s ta ff "It was ju s t an accident !"
32 continues "Was it you?!"
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By this time the child, who was taking the full brunt of the hostility, was leaning back 
in order to escape the forced physical proximity. At this point the staff had to intercede, 
and requested the still irate and grumbling 32 to return to his place; in spite of this 
demonstration of aggresion, 32 was signalled to by another child to sit next to him. 
(The child under attack was not very popular with other children, and is the subject of 
the next case study, which may have accounted for the approval from 32’s peers).
2.4. AAI 46 Child 46
When describing her mother’s extra-marital affair AAI 46's resentment was explicit, 
and there was a minimal effort to evaluate the motivations or reasons for her mother's 
behaviour. Instead she presented an idealistic version of the maternal role to contrast 
with the perceived failing of her parent.
 "I went to their house and saw how their mums was treating them....y  ou know
these wonderful meals served up on a Sunday, and you know their shirts ironed fo r  
them, hang on a minute (laugh).... tt
".....Yeah, so there is a bit o f  resentment there as well for those vears, cos I  didn't know  
what she was uv to... "
 "sometimes I  do resent, sort o f  wasted time, as I  call it. vou know Sundays spent all
day at church....rather than going to the beach and things like that................Um it
seemed alot o f  the time we just existed in the same house....you know. "
However, although not elaborate, there was a sense of resolution and a clear valuing of 
her relationship with her mother, influenced by the physical distance between them.
 "She used to be, she used to work at the big college...so she used to come
over...lunch time. I  miss her."
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In regards to her feelings about grandmother’s death the subject revealed a 
consciousness of how her reaction to the death had altered over time. Again, although 
not detailed or searching, there was an explicit reference to how the loss impacted on 
her father, and the nature of their relationship:
"I er...yeah I  was very sad , that day (o f the funeral), um I  didn't (unclear word)
accepted it better fo r  a couple o f  years, and then it was later, um  I  er. started to miss
her actually....I wished she was still there. "
"Er................. mmmm..... I  think my dad, my dad was a little bit lost..... um fo r  a while.
Um but he, he is a very strong character, he picks him self up and carries on. I
don't know how much, i f  it did affect him really, again you wouldn't really....if you came
in and something was troubling him...you would say to him what is the matter. he
wouldn't tell you, he wouldn't tell me............."
Intergenerational links
Examples of child 46's SAT responses:
Picture one, self.
E. How feels?
C. um Happy
E. A nd why would you fe e l happy?
C. Because I  love me nan coming round, I  do 
E. You love your nan coming round?
C. Yes and we can always go swimming 
E, Swimming, yeah?
C. yeah
E. What else could you do?
C. Um....w, w, when we finished, okay we can get sweets 
E  You could have some sweets, anything else?
C. Um then we, then we have a ride in my nan's car
E. Ride in you nan's car
C. Yes, and um, know what I  play when I  stay there fo r  a long time, yes, and um, yes, 
y e s , and um, 1,1,1,1 went to burger hut!
E. You went to burger hut, you lucky boy 
C. A nd I  got a star wars KX!
Picture five, s e lf  
E. How feels?
C. um. Happy
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E. A nd why would you fe e l happy?
C. because I  really love playing on the swings 
E. You love playing on swings?
C. and slides
E. A nd what would you do next?
C. A nd um, yes, when my, when my mum and dad is talking 
E. Yeah
C. I, I, I  ask i f  I  can have a picnic, i f  they say yes, then it’s really exciting in the park  
E. I t ’s really exciting in the park.
As noted, child 46 drew attention to the mistakes of his peers; for example, after circle 
time when the nursery divided into their small groups, child 32 mistakenly remained 
seated in child 46's blue group. 46 drew attention to this by calling out in a loud and 
indignant voice.
46 "Xis not in blue group, X is  not in blue group"
Looking embarrassed, 32 stood to leave and resulted in a sharp reprimand from 46 
46 "SITD O W N X"
This caused 32 to squat down quickly whilst smiling anxiously; as a staff member 
interceded and directed 32 to his own group, 46 sat with arms folded with a smug self- 
satisfied smile on his face. Notably, 46’s outbursts were met with silence from his 
peers, with no sniggering, laughter or encouragement that often accompanied other 
children’s misbehaviour.
2.5. AAI 20 Child 20
AAI 20 was able to reflect upon the limitations of the relationship with her mother, but 
as stated, there was a balance, as can be seen as she expanded upon the initial 
qualification in the use of the adjective loving.
"Um she was....a fussy mum, you know if, i f  we fe ll  over,...she sort o fp u t you on your
knee, p u t magic cream on, and give you a kiss, then out comes the plaster, and you  
would be sat down and you would have your drink and your biscuit. Um she was very 
...loving in that wav, vou know, but she would never tell you, or, she would never sit on 
the settee and give you a cuddle, that way. But i f  vou hurt vourself vou knew she was 
there. "
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Evidence existed of continued discussion within the family of past events, indicating a 
shared history that connected all members.
"I mean we have talked about it now, since I  have grown up" 
"It’s really funny cos we still bring it up now"
"We laugh about it now"
The portrayal of her mother's inability to verbally express her feelings was noted earlier 
in the interview.
’’. Never said I  love you, I  mean that is even today. She doesn’t, she expresses herself
in other ways me mum. I  know how my mum feels about me, by the way she is about
In respect to her relationship with her father the assessment was notably less elaborate, 
hence the portrayal was more one dimensional, and solely in positive terms. His role 
was described in a manner that was functional, as the provider for the family, which 
appeared to be part of the family script.
"Think I  appreciate that dad...went to work...the reason he went to work was 
because...to give us all the things we wanted. ’’
Intergenerational links
Examples of the SAT responses of child 20:
Picture four, other.
E. How feels?
C. Alright
E.Hhe feels alright, why does he fee l alright? 
C. Cos, cos his uncle is staying
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E. His uncle is staying, would he fe e l anything else? 
C . ...................
E. Anything? No? What would he do?
C. Play with his uncle
E. Play with his uncle, any thing else?
a  No
E. No? Okay
Picture two, s e lf 
E. How feels?
C. Alright
E. You w ouldfeel alright? A nd why would you fe e l alright?
C. Cos my uncle and nanny would be staying
E. Your uncle and nanny would be staying, yeah, and what would you do?
C. Play with nanny and granddad
E. Play with your nanny and granddad, yeah and what would you play?
C. Toys
E. With toys, oh brilliant
(Note that the child's uncle lived at home with the grandparents, which is why they 
were introduced in this situation)
It was in the designated mild separations that a direct reference to his parents was made, 
coupled once more with a people orientated solution.
Picture three, other 
E. How feels?
C. Alright
C. H e fee ls alright, and why does he fe e l alright?
C. Cos, cos his mum took him to school
E. His mum took him to school, would he fe e l anything else?
C. Shakes head
E. A nd what would he do?
C. Play with his teacher
E. Play with his teacher, yeah? and anything else?
C. Nods 
E. What else?
C. Play with his mates
E. Play with his mates, that sounds good.
Picture five, other 
E. How feels?
C. Happy
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E. H e fee ls happy, why does he fe e l happy?
C. Cos his, cos his mum and dad are in the park
E. H is mum and dad are in the park. And what would he do next?
C. Play on them (pointing at the picture)
E. Play on the swings.
Only in one observed separation at the end of the school term were there any signs of 
distress; in this incident child 20 refused to stay in the nursery, and ran out of the school 
grounds in an attempt to escape. In addition, he was almost hysterical, shouting at his 
mother that he did not wish to remain in the nursery, and the concerted efforts of both 
his mother and staff to relieve his distress were of no avail. Eventually his mother 
conceded and took him home; however, the following day he was once more confident 
and relaxed at the beginning of the session with no signs of the intense emotion 
expressed the previous day.
2.6. AAI 1 Child 1 
Intergenerational links
Examples of the SAT transcripts of child 1 :
For the hypothetical child in the picture there was a greater degree of appropriate 
positive reaction to the mild separations, for example:
Picture five, other 
E. How feels?
C. Happy
E. She's going to be happy, and why is she going to fe e l happy? 
C. Cos she has gone to the park  
E. What else would she feel?
C. Happy
E. She w ouldjust fe e l happy. And what would she do?
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c .  Go on the swings
E. A nd would she do anything else?
C. Shakes head
E. No? Okay you are doing really well.
This was in comparison to her reply to the same picture for the self:
E. How feels?
C. I  wouldn't go
E. You wouldn't go? How would you feel?
C. I'd  ju s t stay there next, sitting next to mummy.
E. A nd what would you do next, would you do anything? 
C. Shakes head
A similar discrepancy was present in the first severe separation.
Picture one, other 
E. How feels?
E. She's going to fe e l sad, and why is she going to fe e l sad? 
C. Cos she will
E. .Because she is. Will she fe e l anything else?
C. Shakes head
E. Just sad. What will she do next?
C. C/y
E. She's going to cry. What else do you think she'll do next? 
C. Look round fo r  her mummy and daddy 
E. Yeah? A nd anything else?
C. She want to fin d  them cos they gone out 
E  .Because they have gone out. Anything else?
C. Shrugs
Picture one, se lf 
E. How feels?
C. Um....don't know
E. You don't know? Do you think she will fe e l anything 
C. Shrugs
E. No?....And what do you think you would do next i f  your mummy went out? 
C. Um...I would cry
E. You would cry? How would you feel?
C. I  don't know  
E. You don't know, okay
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A similar disparity, but in reverse was shown in picture four, where the hypothetical 
child was seen as self reliant and there was no constructive solution, whereas for the 
self sadness was linked directly to the separation.
Notably, the reply for self to picture three, going to school, seemed to parallel her 
behaviour in nursery at separations, where she was often tearful and anxious;
Picture three, self.
E. How feels?
C. Um...I would cry
E. You would cry would you? And why would you cry?
C. Cos I  don't know
E. Would you fe e l anything else?
C. Just cry, cos I  want my mummy 
E. Would you fe e l anything else?
C. shakes head 
E. What would you do?
C. Just cry 
E. Anything else?
C. shakes head 
E. Okay
The following is a further example of child 1 utilising the forum of pretend play ta  
confront her anxieties. This game was based around the toy telephones, and began with 
child 1 making the sound of a phone ringing.
Child 1. "That's our X, he lied to us. He keeps ringing. I f  he rings we ju s t p u t the phone  
down"
"It's X  again" (picks up phone) "Don't bother us!" (becoming more agitated as she 
becomes more engrossed in the game)
To me - "Do you want to talk to X, Just pu t the phone down on him "
"Is the phone ringing, yes it is ringing"
Imw "Are you gong to p ick it up ? "
Child 1 "No, you, ju s t check it is X "
Imw "No it is your nan"
Child 1 had no interest in moving the game in another direction and anxiously repeated.
480
"Is the phone ringing, is the phone ringing, is the phone ringing" 
"Pick it up, p ick  it up, p ick  it up"
"Is it X, is it X, is it X?"
(X apparently was an ex-boyfriend of her mother)
After a few more exchanges with X, she allowed the game to be steered in another 
direction and she commenced asking questions about my family.
2.7. AAI 40 Child 40
It was pertinent that in terms of the adjective "happy" the mother described a 
generalised personality trait and commented upon the quality of her mother’s 
friendships outside the family.
"I think she was ju s t happy, yeah she was very happy, always fu l l o f  life. Um. Just so,
and the end o f  er. when we grew up, she got, got a little jo b  round the shops, but
um ............... she was so, everyone knew her, she was sort of, quite a character really. "
The theme of family structure as the primary influence on the quality of relationships 
was additionally revealed as AAI 40 described why she did not feel close to her father.
"I think, because um  .he had three bovs and one sirl. and I  was close to mv
mum. Whether it pushed him out o f  it, I  don’t know....but um cos we all grew up, there is
8 years between the brothers and I  think we was an accident (laugh) nice to
know. But um  I  wasn't close to my dad. "
It could be equally true that the mother might have felt "pushed out", and the 
dysfluency that followed the original claim suggests that this interpretation may be 
more accurate. Furthermore, the idea was left undeveloped, the importance of the
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family composition was reiterated, and there was a failure to evaluate how this lack of 
intimacy affected the mother.
In the mother’s assessment of what she had learnt from her childhood there were some 
pertinent statements;
"Um................ I  think I  have leamt.................. um to have time fo r  my children, um like
mv mum and dad never pushed me aside but I  never pushed them. I  do always have 
time. Um I  don't think no matter how busy you are, you should always have time fo r  
them. A nd I, I  hope really that Y  (daughter, not study child) can always tell me like, 
when she gets older, I  hope that I, that she can come to me. approach me and tell me 
thinss and not be frizhtened"
Two factors are relevant; firstly the denial of feeling pushed out and the following 
remark, "but I never pushed them". The meaning of this was not clear, nor did it ring 
true based on the content of the narrative. Secondly, the hope her child would not feel 
afraid to approach her; perhaps this was her own experience with both parents that she 
was unable to articulate. Since she had previously made the association between the 
relationship with her mother and that with her own daughter, these could be changes 
she hoped to bring about. It could indicate that the relationship was not close, and 
suggestions of this alternative reality were evident earlier in the text when she stated 
that she could always talk to her mother even when she was shouting at her. These 
comments are interpretative, but in the context of an interview characterised by a 
distinct lack of episodes and a reliance on the physical composition of the family to 
define the relationships, these subtle criticisms plausibly revealed the true state of 
affairs.
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The answers to the question assessing any possible changes in the interviewee’s 
feelings over the death of a family member did not reveal any signs of reflection and 
contained a dismissive comment.
Her grandfather's death;
"Um, yeah, I  was very upset....but I  don't think my mum would let me go, cos it wasn't a 
very nice thing fo r  ch, it's not very nice fo r  children, yeah, yeah. M y nan's I  was a bit
older. .2 one to a few I  onlv 2 0  i f I  reallv have to. Um„ no all I  can remember fo r  my
granddad's is that I  was really upset, but I  can't remember much more. "
Have her feelings changed?
"No, no, not really"
Intergenerational links
The nature of child 40’s responses to the SAT paralleled the dismissing strategies 
exemphfied by his mother's AAI, particularly in reference to the self. Furthermore, in 
picture one, for both other and self, the separation was denied.
Picture one, other 
E. How feels?
C .  um good
E. He feels good? A nd why does he fe e l good?
C. Cos he's going away
E. Cos he is going away, would he fe e l anything else? 
C. Shakes head
E. No? What do you think the little boy might do?
C. Have an ice cream? Would he do anything else?
C. shakes head
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For the hypothetical child in picture two he was able to express vulnerability directly 
associated with the separation, although no constructive solution was portrayed.
Picture two, other 
E. How feels?
C. ....Sad
E. He feels sad, and why would he fe e l sad  
C. Cos he is not going away with them
E. He's not going away with them, would he fe e l anything else? 
C . .....................................
E. No, and what do you think.the little boy might do?
C. Nothing
For both self and other, responses to picture four resulted in a positive, but not open 
feeling, which was directed towards receiving a gift. However, there was no 
constructive solution and indicated that absence of an intemahsed coping strategy.
Picture four, s e lf  
E. How feels?
C. Good
E. You w ouldfeel good, and why would you fe e l good?
C . .....Cos I  like a present
E. You like a present? Would you fe e l anything else?
C . ..................................
E. Just good yeah? And what do you think you might do X?  
C. Nothing
E. You would do nothing? okay.
For the self, greater self-reliance was displayed in response to pictures five and six, 
again lacking an open emotion;
Picture five, se lf  
E.How feels?
C. Good
E. You would fee l good, and why would you fe e l good? 
C. I'd  ju s t play on my own
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E. You would ju s t p lay on your own? And would you do anything else, what would you  
do next?
C. I  would play on the slide?
E. You would p lay on the slide? And anything else?
C . ..................... shakes head
Picture six, s e lf  
E. How feels?
C. Good
E. You w ouldfeel good, and why would you fe e l good?
C. Cos I  ju st go to sleep on my own
E. You w ouldjust go to sleep on your own? A nd would you do anything else? 
C ..................................................................
Picture five, other 
E. How feels?
C. Sad
E. H e will fe e l sad? and why would he fe e l sad?
C .......................
(Disturbed by other children entering room)
E. How will he feel?
C. Bad
E. H e will fe e l bad and why would he fe e l bad?
C. Cos, cos his mum and dad won't go with him
E. His mum and dad won't go with him, and would he fe e l anything else?
C .......................................
E. A nd what do you think he might do?
C. Nothing
E. He would do nothing
Picture six, other 
E. How feels?
C. Sad
E. H e feels sad, and why does he fe e l sad X?
C. Co, cos he's going to bed
E. H e is going to bed, would he fee l anything else?
C .......................
E. Just sad? And what do you think the little boy would do? 
C. Um, nothing 
E. H e would do nothing 
C. Cos he is going to sleep 
E. He is going to sleep, okay.
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As can be seen there was a distinction in his ability to accredit the hypothetical child 
with an overt need for the attachment figure, that was absent for the self.
2.8. AAI 34 Child 34
Examples of reducing explanations to family composition:
"These people that don't get on with their parents and s tu ff like that, I  think, Jesus, you  
know....y  ou mum and dad, you know, they brought you into the world, you shouldn't
 .you know completely ignore them, try and sort things out with them, you know then,
they are not going to be here forever. "
"Oh they are s o , boys and girls are so, you must see that, god they are so different"
The content of the description pertaining to what she would like her children to learn 
from their childhood experiences did not differ significantly from her previous 
appraisal of her own upbringing.
...................................Um .just I  ho, I  mean I  hope, that, they, look back on
their childhood, and see it is ju s t me bringing them up, that it is pretty stable, pretty 
normal, vou know what I  mean, and um. And that I  care about them, and what they do
and s tu ff like that, and al, always there fo r  them. You know and um  but thinss are so
different now, when. I  was a little s ir l vou. every one had a mum and dad, vou know  
times have chansed. "
As noted in the main discussion, AAI 34 included "padding" to replace content. This 
was apparent once more in her response to the question concerned with potential 
changes in the adult’s feelings in relation to the loss of a close family member.
"Well my granddad died on my 16th birthday, no I  was 16 when he died, not 13. He
died on my 16th birthday. yes so er yeah, I  just. um, I  I'm sad that they are
dead, because o f  the children. I  mean Y  knew my nan, she was like his great 
grandmother, but X  (study child) has never had great grand parents, and he'll never 
have great grandparents (referring to baby) You know. But er. it is sad, cos I, I
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remember my nan so well, which we were very close, I  used to see her every week and  
er....yeah, I  remember her so well. You ju s t want them to live forever, she was 83. "
Intergenerational links
The hypothetical child in 34’s SAT narrative was portrayed as expressing sadness at the
absence of her parents and this was shown in the solutions, with either overt attachment
behaviour or constructive coping.
Picture one, other 
E. How feels?
(3... . . . . . iS^td
E. She feels sad, why does she fe e l sad?
C. Cos they' re going out
E. Cos they are going out, would she fe e l anything else?
C . .......................
E. N o ?  A nd what do you think the little girl would do next?
C. Cry
E. She'll cry, would she do anything after crying?
C. ....shakes head 
E. No, ju s t cry
Picture two, other 
E. How feels?
E  She'll fe e l sad. (interrupted)
C. And she'll fe e l mad/sad(?)
E. She'll fe e l sad, why will she fe e l sad?
C. Cos her mum and dad are going out
E. Cos her mum and dad are going out, and will she fe e l anything else?
C. Happy
E. She w ouldfeel happy as well, and why would she fe e l happy?
C. Cos I  don't know
E. You don't know, but she will fe e l happy as well. A nd what would she do? 
C. Play with her toys
E. She would play with her toys, and would she do anything after that?
C . ..........................
E.N o.
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This was very different from the answers provided following each of these pictures for 
the selfs perceived response to the same separations.
Picture one, s e lf 
E. How feels?
C. Happy
E. You will fe e l happy, and why would you fe e l happy?
C. Cos I  will
E. Because you will, and would you fe e l anything else?
C. shakes head
E. No? A nd what would you do?
C. Play with my toys
E. You would play with my toys. Would you do anything after playing? 
C . .....
E. No? Brilliant
Picture two, s e lf  
E. How feels?
C. What?
E. How would you fe e l i f  you were this little girl?
C. Happy
E. You w ouldfeel happy and why would you fe e l happy?
C. Cos H ike bein2  alone
E. You like being alone, yeah, would you fe e l anything else?
C . ............
E. No? A nd what would you do next?
C. Go down in the jungle
E. You would go down in the jungle! What would you do after that? 
C. Go in the zoo
E. Go in the zoo! Anything after that?
C . ...............................
E. No?
C. Go see a snake
E. Go and see a snake, wow
The same quality in the above pictures was also apparent in the mild separation 
scenarios; for example, the self was sad in picture three going to school, whereas the 
hypothetical child was described as happy as she enjoyed school and provided a 
constructive solution. This disparity was seen in the following.
488
Picture five, other 
E. How feels?
C. Happy
E. She feels happy, and why does she fe e l happy?
C. Cos she likes playing
E. She likes playing, and would she fe e l anything else?
C ......................
E. No, What would she do next?
C. Play with the boys and girls
E. Play with the boys and girls, and would she do anything after that? 
C. shakes head 
E. No? okay
Picture five, se lf  
E. How feels?
C. Um..happy
E. You w ouldfeel happy too? And why would you fe e l happy? 
C. Cos H ike going in the.....park
E. You like going in the park, would you fe e l anything else?
C .  shakes head
E. No? A nd what would you do next?
C. Um................... (squeezing the microphone)
E. What would you do next?
C. .um   ....................
E. D on’t know, okay.
2.9. AA I11 Child 11
A further example of how the mother moved from a personal explanation to the 
concrete; initially she stated that she was closer to her elder sister because she baby-sat 
regularly,
 So I  used to see her a lot then. But my younger sister Pm actually closer to,
now we get on better, than my older sister. But I  think um. cos vou live so far
awav and mv vounser sister lives in S. and mv older sister is at C. with mv mum and
dad.. So we d o n ’t really, cos it is like 20 miles away, long way on Sunday. "
The focus upon observable behaviours was also apparent when discussing her mother.
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“I  think um, different things I  remember, like we always had, our tea was always ready 
at a certain time, and we had to make sure we eat it all up. ”
The following remark again suggested that AAI 11 was about to examine 
intergenerational patterns, but this failed to materiahse.
‘‘It reflects on the wav vou brins uv your own children, like we always had to eat all 
our vegetables. I  think as a result I  don ’t like them. ”
Further examples of contradictions in AAI 11’s description of her relationship with her 
mother.
“A nd  then, I  think she needed....probably to be spoken to about it, and that would brins 
her out o f  herself more. And I  kevt it a secret thinkins she w ouldn’t that she would go 
mad. A nd  she did. ”
“Whenever we was like, i f  we did something wrong, we would tell them about it, and  
we would know they would go mad, but then afterwards everything would be okay. ”
“We did have chats as children”
“But I  could like talk to my mum about things she used to  and she would say I  will
try and get him to change his mind, ”
References to AAI l l ’s mother “going mad” were frequent in the text, however, the 
theme was not elaborated and there was no indication of how this impacted upon the 
self.
When the mother discussed the adjective of loving, it seemed as if the focus was upon 
the children’s reaction, rather than providing a confirmatory episode.
“Um  She always used to, she used to go to work, she used to be a bit guilty
about it when we were younger. And um, we, had like big bay windows, we used to 
stand by, and she always used to , but us, un, I  think it was toffee bon bons. She used to 
ask us what we liked, she used to buy them. And leave them out fo r  us during the day. 
A nd kissing us really a lot as she walked out, used to hang out o f  the window, and
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watch her at the bus stop. And even when she was on the bus, ju s t still be waving 
goodbye (laugh). ”
The following section of this passage was particularly relevant.
“Loads o f  things, like she used to um  she did show us lots o f  love. B ut I  fe e l
like  /  need to show my children a little bit more, in a way, I  don ’t reallv know
whv. ”
The mother appeared close to revealing a lack of felt love, but ultimately AAI 11 could 
not articulate her feelings.
Similarly, with the adjective of “caring” the mother was unable to provide any 
memories during her childhood, and once more there was a suggestion of an absence of 
emotional support.
“Um  .just the normal things really like um. When I  was young, always had a
bedtime story. Um ........it sounds really awful but I  can’t think o f  things, it w asn’t as i f
thev w eren’t carins um I  suppose in a wav I  felt I  could have had more. I  ca n ’t
reallv define it. But they were always there fo r  us. I  suppose in a way they showed their 
care by not letting us go out too late ”
The episode produced in response to the queries investigating the type of discipline 
practised by the parents was revealing as the actual negative memory and how she felt 
were conspicuously missing.
“we like had a white leather sofa... it must have been before I  was agedfive.... and 1 got 
a needle...dug holes in it. He did go mad, he hit me with the belt, I  remember. I  c a n ’t 
actually remember beins hit, but I  remember setting the belt out. So that was the only 
time I  think. Like we used to get a wrap around the head, as a, when we were late from  
my mum. ”
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During an assessment of the underlying motivations of AAI l l ’s parents, she produced 
a plausible, but general explanation.
“Um....a loving thing, that they d idn’t, maybe they fee l like it was the big wide world, 
and um keep the children at home, don’t you. I  fe e l a bit like that myself. A nd  I  think i t , 
it was j j u s t  a way o f  protecting us, that is one o f  the reasons fo r  it. Um and the other
half...because me dad wanted us to be in the house so he wouldn’t have to be
disturbed.......... and that was probably fo r  his benefit and ours. ”
Examples of AAI l l ’s genuine sense of loss due to her child’s absence:
" But I  still do worry (about her being in school) even though it has been a week now. I  
still do worry, I  wonder what she is getting up to. But I  know that she is happy there"
"....and it feels a little quiet in the house and really lonely. A nd I  think cos she doesn't 
seem to care at all, I  fe e l a bit pu t out (Laugh) She is not bothered one single bit"
Intergenerational links
Examples of the withholding evident in child 11's SAT responses:
Picture one, other 
E. How feels?
C. Sad
E. She would fe e l sad, and why would she fe e l sad?
C. She wants to stay at home
E. She wants to stay at home, and what would she do next?
C . .......................................
E. Any ideas?
C. Shakes head 
E. No ideas
Picture one, s e lf  
E. How feels?
C. Happy
E. You w ouldfeel happy, and why would you fe e l happy? 
C. I  like going out
E. You like going out. Would you fe e l anything else?
C . ..................
E. No? And what would you do next?
C . ...............................
E. You don't know? okay
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The absence of a constructive solution, particularly as for the self the expressed affect 
was positive, suggested that the failure to acknowledge the separation was a defensive 
strategy. Notably, solutions were only forthcoming in the mild separations in picture 
five, self and other, (the park scene) and for the self in picture three (going to a new 
school). However, as can be seen this was preceded by overt withholding.
Picture three, se lf  
E. How feels?
a ..................................
E. How do you think you w ouldfeel in a new school?
a .......................................
E. How do you think you would feel?
C. I  don't know?
E. You don't know?
C .................................
E. What do you think you would do?
a ..............................
E. Would you do anything at all? What might you do?
C . .............................. Play on the bikes
E. Play on the bikes? And anything after playing on the bikes? 
C. The car?
E. You ’re doing really well.
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